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The purpose of the study was to better understand social studies teacher education
through preservice professional development that incorporates an online gaming and
simulation component. Examination of the impact of online gaming and simulations on
the self-efficacy and content knowledge of preservice teachers in the methods course was
undertaken.
This study employed a mixed methods approach with primacy given to
quantitative statistical analyses of data collected pre and post using a content knowledge
assessment (AP Government and Politics practice test) and two self-efficacy assessments
(SSTEBI-PSSTE and TSES). Results from a repeated measures ANOVA revealed
statistically significant differences in preservice social studies teachers content
knowledge of civics from pre to posttest administration by gaming status (less than 2
hours and 2 hours or more), testing occasion (pre and posttest), and group by occasion.
The gains in content knowledge by participants spending 2 hours or more gaming were
greater than the gains for those who spent less than 2 hours gaming. Qualitative analysis
revealed themes of content knowledge change, gaming, and active learning in support of

quantitative findings. Results from the repeated measures ANOVA on the TSES measure
revealed no significant differences by gaming status, testing occasion, or group by
occasion from pre to posttest. There was a minimal raw score change from pre to posttest
with the participants who played 2 hours or more in iCivics showing slightly less growth
in self-efficacy scores on the TSES in comparison to those playing less than 2 hours in
iCivics. Results from the repeated measures ANOVA on the SSTEBI-PSSTE measure
revealed a statistically significant main effect for testing occasion. Results showed no
significant difference by gaming status or for the interaction of group by occasion.
Qualitative data collected throughout the research study via interviews and document
analysis aided in the explanation of the quantitative results.
The present study extends previous research into the use of games to enhance
educational experiences. It is clear from this research that the amount of time spent
gaming has an effect on participants‘ content knowledge of civics and that online
simulations are an effective teaching method.

Key words: civics, civic education, digital game based learning (DGBL),
preservice professional development, simulations.
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CHAPTER I
INTRODUCTION

Civic participation is essential to the health of every democracy and is grounded
in the education of a well-informed citizenry. As citizens, our commitment to maintaining
a functional and meaningful democracy also requires a commitment to educating and
creating ―
an informed and engaged citizenry capable of participating effectively in its
own self-governance‖ (Gainous & Martens, 2012, p. 233). This concept of selfgovernance builds upon an idea put forth in the Declaration of Independence when
Thomas Jefferson noted that it is the consent of the governed who give their power to the
government (Lossing, 1997). It is important here to recognize that blind consent is
irresponsible; rather, Jefferson‘s intent was to imply that informed consent is the
foundation by which the power of the people should be granted to the government. Civic
education is the vehicle for creating informed consent of the governed. However,
American citizens of today fail to see the link between civic participation and the overall
well-being of the nation (Putnam, 2000). In his book, Bowling Alone, Putnam (2000)
noted that without this connection, democracy as we know it will fail to survive.
In 2003, the National Conference of State Legislatures released a survey report
that summarized the following: the majority of Americans believe that civic education
should be a central purpose of schooling. Nine out of ten of them believed that civic
education could help to address concerns about the adequate preparation of students for
1

actively participating in democracy and that policy makers should put more emphasis on
fostering civic education. In addition, they believed civic education is a fundamental part
of the American public education system‘s core mission and constitutional responsibility.
However, public schools in the United States have seen a diminished emphasis on
social studies and civics curriculum in recent decades. Historically, the purpose of public
schools in the United States has been to support democracy as a whole by creating literate
citizens who can actively participate in government (Spring, 2001). But in the 1960s and
1970s, doubts were raised as to whether or not the high school civics curriculum played
any role in political and civic commitments of students (Langston & Jennings, 1968).
These two decades set the foundation for a movement to increase emphasis on skills and
content in reading and mathematics (Kahne & Sporte, 2008). In 2002, the Center on
Education Policy (2006) undertook a widespread assessment of the impact of the No
Child Left Behind Act on schooling across the country. The research report indicated a
dramatic reduction in time spent on social studies in the classroom; 71% of the school
districts samples reported carving time out of other content areas (primarily social
studies) in order to increase time spent on reading and mathematics.

Statement of Problem
Study after study has revealed that schools are setting aside less and less time and
attention to prepare students to be competent citizens (Taylor-Thoma, 2009). The most
recent 2010 National Assessment of Educational Progress (National Center for Education
Statistics [NCES], 2011) civics data showed that the majority of pupils in fourth, eighth,
and twelfth grades had not mastered the core principles that support an understanding of
2

politics and government. In fact, only one in four scored at the proficient level,
considered to be the level at which one is able to engage in participatory citizenship at a
healthy level (NCES, 2011). In a Civics Knowledge Survey conducted by the Annenberg
Public Policy Center (Campaign for the Civic Mission of Schools, 2011), 1,230 adults
were interviewed by phone on basic questions of civic understanding. Conducted in both
Spanish and English, on land-lines and cell phones, the data were weighted to account for
nonresponses, to adjust for differences in the probability of selection of those responding,
and to increase representativeness. With an alpha level of .05, the data were weighted to
better represent adult population distributions based on the 2011 U.S. Census Current
Population Survey. Only 38% of those surveyed could name all three branches of
government, with 33% unable to name any of the branches. This serves to annunciate the
need to make civic education a primary focus of K-12 education. In a written message
from the Campaign for The Civic Mission of Schools (2011), Justice Sandra Day
O‘Connor and Congressman Lee Hamilton, co-chairs and leaders in the area of civic
education, stated the following:
At the close of the Constitutional Convention in 1787, a woman
approached the eldest delegate, Dr. Benjamin Franklin, outside of
Independence Hall. She asked whether the framers had created a
monarchy or a republic. In reply, he told her that America would be ―
a
republic, if you can keep it.‖ Dr. Franklin‘s brief response captures a vital,
often overlooked aspect of one of the key ingredients in making our
democracy work: an educated and engaged citizenry. In a democracy in
which the final authority rests with the people, our local, state, and federal
3

governments will only be as responsive and great as citizens demand them
to be … Knowledge of our system of governance and our rights and
responsibilities as citizens is not passed along through the gene pool. Each
generation of Americans must be taught these basics. Families and parents
have a key role to play, yet our schools remain the one universal
experience we all have to gain civic knowledge and skills. That is the civic
mission of schools. Only through education—which spans well over a
decade of a child‘s life and encompasses that which takes place both
within the classroom and outside of it—can we ensure that every young
person can live up to Dr. Franklin‘s challenge. It takes only a brief look at
statistics about shortfalls in civic knowledge and participation to see the
extent to which our democracy is in peril. (p. 5)
There is an overwhelming need for civics and government to be recognized as an
equal discipline when compared to other subjects. If the value of civics and government
was recognized by educators, then we could create better and more productive citizens.
To this end, history, economics, geography, civics, and government should be recognized
and taught at all levels of education. Along these same lines, preservice teachers need to
be taught to appreciate the need for integrating civics and government into all subject
areas, not just the social studies. Preservice teachers receive little or no training in social
studies and civic education during their undergraduate coursework (Olwell & Raphael,
2006). However, research shows that preservice professional development is purposed to
affect change in teacher practice, attitudes, beliefs and student outcomes in the classroom
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(Guskey, 2002). Furthermore, preservice professional development plays an influential
role in teacher content knowledge (Taylor-Thoma, 2009).
Undergraduate teacher education programs are purposefully designed to provide
preservice teachers with a strong foundation of effective practices that are grounded in
theoretical approaches to teaching (Hatcher, 2008). The overall quality of such programs
has been shown to be a crucial factor in teachers‘ self-efficacy beliefs about their overall
success as educators (Ingersoll & Smith, 2003; Wise, Leibbrand, & Williams, 1997). The
National Council for the Accreditation of Teacher Education (2006) noted that preservice
teachers‘ coursework and student teaching experiences are opportunities for them to build
confidence in their ability to be effective teachers.
As part of their overall understanding of their practice, preservice teachers must
learn the importance of strengthening their overall practice through teacher preparation
and professional development. Wenglinsky (2002) noted that preservice professional
development had a strong influence on teachers‘ classroom practice. Ferguson and
Womack (1993) published a three-year research study of the extent to which education
and subject matter coursework was able to predict teacher performance of teacher
education graduates. Their study revealed that teacher education coursework made a
positive difference in teaching performance.
Specifically, research indicates that teacher content knowledge in the social
studies is less than average. Sanchez (2010) noted a ―
lack of substantive content
knowledge that elementary preservice teachers in this study have‖ (p. 71) and that
preservice teachers in the study had an inadequate content knowledge base. An
examination of preservice teachers in a social studies methods course at a large
5

Midwestern university was undertaken in 2002-2003 to study preservice teachers‘
knowledge about history (Westhoff & Polman, 2007). The researchers found that those
preservice teachers with strong history content knowledge and pedagogy were more
successful at assisting students in improving their historical thinking and research skills.
There may be a similar connection between civic content knowledge of preservice
teachers and student understanding of civics.
The question becomes then why is there a need for further research into
preservice teachers understanding of civics and social studies. According to Cutsforth
(2010), social studies teacher education programs and methods courses present preservice
teachers with critical background knowledge, skills, and dispositions needed to form their
own practice in order to affect change in the classroom. As preservice teacher educators
and researchers, it is critical that we continue research in order to further understand what
it is that preservice teachers learn from the methods courses in social studies.
Furthermore, methods courses are best examined from outside observers in order
to avoid complications from research conducted by methods instructors whose
relationships with participants is usually evaluative in nature (Clift & Brady, 2005). As
researchers, there is a need for us to further comprehend the effects social studies
methods courses have on preservice teachers‘ knowledge of how to teach social studies
(Cutsforth, 2010). While there has been a plethora of research into social studies methods
courses, little research has been undertaken looking specifically at what preservice
teachers know about teachings social studies content (Waring, 2010). What we do know
is that preservice elementary education majors receive the least amount of preparation in
both social studies content and pedagogy (Olwell & Raphael, 2006). With respect to
6

methods courses for the elementary grades, teacher educators must help preservice
teachers‘ to understand the importance of social studies. If social studies and civics is to
be a priority in the elementary classroom, then teacher educators have the responsibility
to develop preservice teacher knowledge and understanding that ―
the elementary school
years are important in that they are the ones in which children develop a foundation for
the entire social studies program and a beginning sense of efficacy as participating
citizens of their world‖ (National Council for the Social Studies [NCSS], 1988, ―
III.
What are the goals,‖ para. 1).
This study will examine broader understandings of the social studies methods
course such as the development of self-efficacy beliefs and the role of gaming on
learning. Most of the current literature on methods courses in social studies focuses on
specific practices (Adler, 2008) such as critical dialogue.
Some 15 years ago, May (1997) found simulations to be an effective way of
supplementing content knowledge in the classroom and as a way of preparing students to
assume societal roles. More recently, Gibes (2009) found that simulations and online
games can be effective in teaching content. The online simulation can also serve to
increase interest in the topic. Several meta-analysis of previous research studies have
concluded that when compared to traditional learning, interactive simulations and games
produce better cognitive outcomes and attitudes towards learning. Similar research into
digital game-based learning (DGBL) has shown the value of teaching with online games
for the education arena (Blunt, 2006; Papastergiou, 2009; Tosun, 1994; Tüzün,YılmazSoylu, Karakuş, İnal, & Kızılkaya, 2009).
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One organization in particular, iCivics.org (2011), seeks to spark student interest
by speaking to them in new media formats such as online games. Such uses of games for
purposes other than pure entertainment have been dubbed serious games. The online
web-based educational project iCivics.org noted that civic education is being trivialized
in the United States. With only one-third of citizens being able to name the three
branches of government, it is unclear why civic education is continually left out of the
classroom curriculum.
The need to ensure a high-quality civic education for all can be addressed by
several facets of gaming that correspond to the types of civic learning opportunities, such
as simulations, that have also been found to promote civic engagement and encourage
civic participation in K-12 classrooms (Carnegie Corporation of New York, 2003). A
study on the interaction between teenagers, video games, and civics (Lenhart et al., 2008)
noted that of the teens studied, those who had past civic gaming experiences reported
much higher levels of civic and political engagement than those teens who had not had
past civic gaming experiences. Furthermore, numerous games have been developed to
focus explicitly on civics and political content (Kahne, Middaugh, & Evans, 2009). The
use of online gaming can help answer the ―
new national call to action to infuse and
enhance civic learning and democratic engagement for all students throughout the
American education system‖ (U.S. Department of Education, 2012, p. 2). Therefore,
online educational games may be a relevant method to breach the gap in previous
research on civic education and its possible uses in preservice teacher professional
development.

8

Hypothesis
The purpose of this experimental research is to better understand social studies
teacher education through preservice professional development that incorporates an
online gaming and simulation component. More specifically, the purpose is to assess
what content knowledge preservice elementary education majors possess and what effects
their content knowledge change. The null hypothesis for this experimental research is that
there is no difference between the posttest means in civic content knowledge of
preservice teachers spending 2 hours or more gaming in iCivics and the posttest means of
preservice teachers spending less than 2 hours gaming in iCivics. The research will also
explore the effects of the time spent gaming in iCivics on the self-efficacy development
of undergraduate preservice teachers.
Evidence has suggested that some interactive video games have a positive impact
on the self-efficacy of the players (Lieberman, 2006). The present research was interested
in determining whether online simulations can be used to strengthen the self-efficacy and
content knowledge of preservice teachers in the methods course, as well as how
motivation plays a role in self-efficacy development. Building on previous research in the
area of DGBL, it was hypothesized that the posttest means in content knowledge of
preservice teachers spending 2 hours or more gaming in iCivics would be greater than
those spending less than 2 hours gaming in iCivics. Because of a lack of evidence to
support a hypothesis in the area of self-efficacy, the following research question was also
used to guide research:
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Is there a significant difference in posttest means of preservice teacher selfefficacy between those spending 2 hours or more gaming in iCivics and those
spending less than 2 hours gaming in iCivics?
The research to follow has been informed by the nexus of several theoretical
positioning. The researcher will argue that understanding teacher content knowledge
development is built on a theoretical framework of constructivist learning, expectancy
theories, and self-regulated learning.

Rationale for Study
Initial preservice professional development experiences begin during the first
phases of teacher education and continue throughout student teaching to develop the
skills, philosophy, and practices crucial to being a successful teacher. The development
of philosophical beliefs has been shown to affect overall teacher practice (Richardson,
1997). Similar research has also indicated a link between educational beliefs and their
impact on teacher practice. Therefore, there is a clear need for research into the
development of preservice teacher self-efficacy beliefs and how they impact teacher
education programming.
This study endeavored to better understand social studies teacher education
through preservice professional development that incorporated an online gaming and
simulation component. Research in the area of online simulation in the social studies
classroom is virtually non-existent and this study intended to add to the growing body of
knowledge about online simulation in the educational setting. The researcher sought to
provide a detailed description of preservice professional development in the realm of
10

civic education and online learning, supported by a conceptual understanding of civic
education and online simulation. This study aided the participants in reflecting on their
knowledge about civic education. It is important for elementary preservice teachers‘ to
understand the extent of their knowledge about civic education because it informs their
overall practice.
The implications of this research on both the theory and practice of preservice
social studies teachers is substantial. It builds on previous research and provides new
research directions in an effort to increase our understanding of social studies teachers‘
professional development at the preservice level. This understanding was explored at the
intersection of previous research, the context of teacher practices, and the self-efficacy
beliefs and perspectives of preservice teachers. Previous research in the area of
professional development of preservice social studies teachers ―
has not given a clear
picture of which practices seem to contribute to the development of effective teachers or
what might be done to reform and improve the education of social studies teachers‖
(Adler, 2008, p. 330). This study sought to better define the picture of how preservice
social studies teachers develop and how we as educators can improve upon this process in
order to create more effective social studies teachers.
Furthermore, preservice educators responsible for field experiences could use this
information to collaborate with methods instructors in order to enable preservice teachers
to connect the practices learned in the methods classroom to actions in the field
experiences (McDonnough & Matkins, 2010). Lacking sufficient training during their
preservice experiences, preservice and in-service teachers may never experience what it
means to be an effective teacher. With a clear connection between teacher self-efficacy
11

and student achievement (Henson, 2001), the implications for theory and practice are vast
and dependent upon further understandings of research in the area of preservice
professional development in social studies.

Definitions of Terms
With such a diverse and complex terminology used teacher education research,
definitions of terms for this study are particularly important. They are as follows:
Civic education. The knowledge and skills that citizens need to effectively
participate in their community and government.
Civics. The study of the rights and duties of citizens.
Digital Game Based Learning (DGBL). An instructional method that incorporates
educational content or learning principles into video games with the goal of engaging
learners.
Preservice professional development. One widely accepted definition of
professional development defines it as "activities to enhance professional career growth"
(Ghori, Saeed, & Mubeen, 2011, p. 1188). However, Fullan (1991) expanded this
definition to encompass the sum of both formal and informal education that spans from
entrance into teacher education all the way through retirement. In essence, preservice
teacher education is professional development. As such, this study will use the term
preservice professional development to include undergraduate teacher education as well
as preservice teacher education.
Simulations. The imitation representative of how one system functions by means
of the function of another.
12

CHAPTER II
REVIEW OF LITERATURE

For the current study, the researcher sought to better understand social studies
teacher education through preservice professional development that incorporated an
online gaming and simulation component. The comprehensive literature review forms a
theoretical framework, examines previous research, and identifies factors that have
bearing on the current research. An extensive body of literature has been collected in
order to illustrate the juncture between teacher content knowledge, professional
development as a means to improve preservice teachers‘ knowledge, and research in the
area of simulations and DGBL. This research exploring teacher content knowledge
development of civics is anchored by a theoretical framework of simulations and gaming,
self-efficacy, and self-regulated learning. Literature addressing civic education, teacher
content knowledge, methods coursework, new professional development models,
simulations and online games, digital game based learning, self-efficacy, and selfregulated learning are discussed in detail below.

Civic Education
According to the National Council for the Social Studies National Curriculum
Standards for Social Studies (Adler, 2010), comprehension of civics, its practices and
ideals, is a crucial ingredient to full societal participation. It is also a critical aspect of
13

citizenship education, the main purpose of social studies education. In a democracy such
as the United States, learning civics means being educated in self-government. When
citizens participate in their own governance, they agree to actively participate in a
democracy based on their own informed and critical reflection, not that of others. With
participation, citizens accept the rights and responsibilities inclusive of their membership
in a democratic society. As Thomas Ehrlich (as cited in Gerston, 2008) put it, ―
our
democratic society is one in which citizens should interact with each other, learn from
each other, grow with each other, and together make their communities more than the
sum of their parts‖ (p. xiv).
The four-component model of civic education (i.e., civic knowledge, cognitive
civic skills, participatory civic skills, and civic dispositions) lay the foundation for a
formal civic education purposed to support a thriving democracy (Patrick, Hamot, &
Leming, 2003). Civic knowledge deals with the learning and teaching of fundamental
information that experts in the area of civic education identify is crucial for an educated
citizenry in a democracy to know. Applied in an effective way to political and civic life,
this rudimentary knowledge of democracy and its workings is a central aspect of civic
education, termed cognitive civic skills (Patrick et al., 2003). Participatory civic skills
are the tools citizens use to affect changes in government through influences on public
policy. The last component of civic education is civic dispositions, or the character traits
needed to improve and preserve a constitutional democracy. These dispositions hold
citizens accountable to the common good of the people. Crucial to the creation of
responsible citizens is the cultivation of such dispositions founded in self-regulation,
trust, tolerance, and respect for the inherent worth of all (Patrick et al., 2003). These
14

dispositions are intrinsic to many pro-social behaviors, such as self-regulation and
positive interaction skills that are also demonstrated by teens who actively participate in
playing video games (Calvert, 1999; Lenhart et al., 2008).
In theory, the four-component model of civic education takes place at the
intersection of two planes: the formal and the informal. At the formal level, civics is
taught through a classroom curriculum based in foundational documents and systems of
our American democracy such as the Constitution and the Federalists Papers. Such
formal instruction provides students with an essential grasp of the inter-workings of
democracy and the purposes of government, as well as personal and political rights and
responsibilities. One effective method of instruction at this formal level is the use of
computer games, which can be used to support student learning, understanding, and
motivation (Tüzün et al., 2009). However, for formal levels of instruction to be
successful, they must be supplemented by informal instruction, or what civic educators
call civics in action.
In the informal setting of the classroom and at home, students develop civic ideals
through the modeled behavior of teachers, parents, and peers. Modeling has long been
considered an important aspect of promoting learning and self-efficacy (Schunk, 1987).
Watching to see if rules are applied equally, children are aware of how others are treated
by adults in their lives. They then are able to take their formal curriculum and modeled
values of others and apply them in their classroom, on the playground, and in other social
situations. This is informal civic education and the reason why, as educators, we must
emulate civic virtues in our classrooms and communities, because our students are
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always watching and taking note. It is this modeled social experience that supports the
learning of civics and a true sense of purpose (Dewey, 1916).
Several research studies have indicated that students have fewer occasions to
participate in civic education in the K-12 classroom because of a loss of time in the
curriculum for learning and teaching of social studies and civics (Burroughs, Groce, &
Webeck, 2005; Zastrow & Janc, 2004). Given the lack of civic understanding of the
public documented by numerous studies such as the Campaign for the Civic Mission of
Schools (2011) and the centrality of civic understanding to a healthy democracy, this deemphasis on social studies and civics makes the potential use of alternative learning
experiences, such as simulations and online games, of great importance. As Branson
(1998), a leader in the area of civic education, stated:
There is no more important task than the development of an informed,
effective, and responsible citizenry. Democracies are sustained by citizens
who have the requisite knowledge, skills and dispositions. Absent a
reasoned commitment on the part of its citizens to the fundamental values
and principles of democracy, a free and open society cannot succeed. It is
imperative; therefore, that educators, policymakers, and members of civil
society make the case and ask for the support of civic education from all
segments of society and from the widest range of institutions and
governments. (p. 3)
The need to ensure a high-quality civic education for all can be supported by
several facets of gaming that correspond to the types of civic learning opportunities, such
as simulations, that have also been found to promote civic engagement and encourage
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civic participation in K-12 classrooms and adults (Carnegie Corporation of New York,
2003). Numerous games have been developed to focus explicitly on civics and political
content (Kahne et al., 2009). Furthermore, technological advances in computers have
made it easier and cheaper to conduct elaborate simulations and role-playing exercises
within the K-12 classroom and the preservice teacher education classroom, that were
once only conducted by research centers and governments (Kahne, Chi, & Middaugh,
2002). The use of online gaming can help answer the ―
new national call to action to
infuse and enhance civic learning and democratic engagement for all students throughout
the American education system‖ (U.S. Department of Education, 2012, p. 2).

Teacher Content Knowledge
As part of their overall understanding of their practice, preservice teachers must
learn the importance of strengthening their content knowledge through preservice
professional development such as the methods coursework. If they do not know the
content themselves, then they cannot expect to be able to teach it well. In order to be
effective, teachers need to be competent in their subject matter (Darling-Hammond &
Bransford, 2005).
In 1993, Ferguson and Womack published a three-year research study of the
extent to which education and subject matter coursework were able to predict teacher
performance of teacher education graduates. Their study revealed that teacher education
coursework made a positive difference in teaching performance. A large-scale study of
the elements of professional development on teacher learning by Garet, Porter,
Desimone, Birman, and Yoon (2001) indicated three main characteristics of a
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professional development program that significantly and positively affected content
knowledge: emphasis on content knowledge, active learning opportunities, and coherence
with other learning opportunities. Wilson, Floden, and Ferrini-Mundy (2002) undertook a
review of high quality research on five questions concerning teacher preparation which
resulted in, among other conclusions, a positive relationship between preparation of
teachers with regards to their subject matter and increased student achievement.
Further, teacher expertise bears more weight on student achievement than does
parental education, family income, or other socio-economic factors (Branson, 1998).
Similarly, Goldhaber and Brewer (2000) compared the achievement of 12th graders
taught by teachers with probationary, emergency, and private school certification and no
certification in their subject area with the achievement of 12th graders taught by teachers
who have standard certification in their subject areas. The results of the study found that
teachers who have a standard certification in mathematics have a statistically significant
positive impact on students‘ mathematics achievement scores when compared to teachers
with other certifications.
Darling-Hammond (2000) concluded that student learning is greatly enhanced by
the efforts of teachers who have greater content knowledge in their field and are more
skillful at relating it to students. Monk (1994) noted that teachers‘ knowledge of subject
matter is associated with students‘ learning. This assertion is supported by a longitudinal
study published by Moats and Foorman (2003) that focused on reading instruction in
low-performing, high-poverty urban schools. At the third and fourth grade level, the
researchers found significant associations between teachers‘ knowledge and students‘
reading achievement level.
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Disturbingly, several seminal research studies indicate that teacher content
knowledge in the social studies was less than average, particularly at the elementary
level. Diem (1982) looked at 128 junior level preservice Early Childhood and Elementary
Education majors enrolled in a social studies methods course. The research found
significant weaknesses in the content area of social studies, specifically political science,
economics, geography, and history. It also may be indicative of a gap in content
knowledge mastery between elementary trained and secondary trained preservice
teachers.
In a similar population of preservice elementary education majors, researchers
found the participants to be ill equipped with only basic social science content knowledge
(Kleg, 1987). However, the study did note the following, ―
there are those who are
definitely knowledgeable at a minimum level and could easily increase their knowledge
base with additional appropriately provided education‖ (p. 61), suggesting improvement
through more university coursework and development.
Further research indicated preservice elementary education majors‘ lack of a
primary understanding of the American political system (Gilmore, McKinney, Larkins,
Ford, & McKinney, 1988). Larkins, Hawkins, and McKinney (1985) administered a test
to 350 preservice elementary education majors based on the content of grades one
through four social studies text. Of the 350 college-aged students, only 3% scored an A,
25% B, and 39% C. The remaining 33% scored D or below. Kleg (1987) also measured
the social studies content knowledge of preservice elementary education majors, finding a
mean score (n= 98) of only 62%. In the area of economics, McKenzie (1971) noted that
144 in-service teachers had a mean score of 60% on a 50 item assessment of economic
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literacy. This finding was supported by a follow-up study concluding that preservice
elementary education majors lack an adequate supply of economic content knowledge
(McKinney, Larkins, McKinney, Gilmore, & Ford, 1988). In a qualitative study focusing
on critical inquiry, Sanchez (2010) noted a ―
lack of substantive content knowledge that
elementary preservice teachers in this study have‖ (p. 71) and that preservice teachers in
the study had an inadequate content knowledge base. Similarly, preservice teacher
content knowledge in the area of civics and government has been shown to be weak at
best (McLoughlin, Sametz, & Streib, 1983). An examination of preservice teachers in a
social studies methods course at a large Midwestern university was undertaken in 20022003 to study preservice teachers‘ knowledge about history (Westhoff & Polman, 2007).
The researchers found that those preservice teachers with strong history content
knowledge and pedagogy were more successful at assisting students in improving their
historical thinking and research skills.
Since the 1990‘s, the need for and effectiveness of civics and government in
schools has been questioned. Thanks to large scale testing initiatives such as the National
Assessment of Educational Progress (NAEP, 2007) supporters of civic education in
schools have been able to amass a remarkable amount of statistical evidence validating
the need. Specifically, ―
civic education in schools can improve students‘ civic
knowledge, skills, and intentions to vote and volunteer‖ (Carnegie Corporation of New
York, 2003, p. 14). In a within countries analysis of the International Association for the
Evaluation of Educational Achievement (IEA) Civic Education Study, researchers
concluded that civic content knowledge and skills in the classroom were related to
students overall likelihood to vote (Torney-Purta, Klandl-Richardson, & Barber, 2005).
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Indeed, public education should be directed by a civic purpose. Nelson and Waterson
(2005) noted that ―n
ational and international events of the past five years, along with less
citizen participation in government and voluntary associations, establish a compelling
claim for the civic purpose of history and social science courses in our school‖ (p. 94).
These same conditions should be used to chart the course for the education of preservice
social studies teachers. Therefore, it is the responsibility of schools of education to fortify
preservice teachers‘ understanding of civics (Carnegie Corporation of New York, 2003).
Indeed, educational policy makers are finally beginning to recognize the need to
incorporate civic education into our schools at all levels. In a recent report entitled
Advancing Civic Learning and Engagement in Democracy, the U. S. Department of
Education (USDOE, 2012) issued a call to action for education in America to renew its
sense of purpose in educating its citizens for democracy. The Secretary of Education
Arne Duncan noted ―
the need to revitalize and reimagine civic education is urgent. But
that urgent need brings a great opportunity—the chance to improve civic education in
ways that will resonate for years‖ (USDOE, 2012, p. v). The place to begin this
reimagining is where it the learning cycle starts, the teacher education classroom.
Correspondingly, in order to emphasize this need for civics and government in
schools, teachers of the social studies need to be properly trained to provide the tools for
their students to become productive members of society. For teachers to be effective in
their content area, they need to have knowledge of their content (Hairrell et al., 2011).
Moreover, ―
a PD model that provides teachers with the knowledge and skills to
incorporate effective strategy and vocabulary instruction into their social studies
instruction can improve the quality with which instruction is delivered‖ (Hairrell et al.,
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2011, pp. 256-257). Only when teachers are able to develop a robust sense of purpose
about why social studies should be taught, can they effectively engage students in an indepth study of the processes and content of history (Barton & Levstik, 2004). Marrying
teacher‘s understandings of content to the methods for teaching the content fosters
preservice teachers‘ sense of purpose with regards to the curriculum they teach (Adler,
2008).
Adler (2008) concluded that teacher educators in the area of social studies should
hone in on specific aspects of teacher education that are unique to the social studies. One
aspect might be to better train teachers in civic-related subjects, an area of which there is
little agreement about what this training should look like. However, what has been agreed
upon is that there are three crucial aspects of social studies teacher preparation that are
important to improving civic learning opportunities. These three dimensions include
teacher beliefs, content knowledge, and pedagogical content knowledge (Torney-Purta,
Barber, & Richardson, 2005).
Furthermore, professional development can lead to transformations that result in
teaching for understanding and can be viewed as an agent for change (Gamoran, 2003). It
can be deduced that preservice training for teachers‘ plays a crucial role in the future
development of teacher content knowledge in all content areas and for the purposes of
this study, in students‘ knowledge of civics.

Methods Coursework
Teacher education and preparation is a complex, multifaceted topic related to a
plethora of theories about learning and teaching. The coursework that preservice teachers
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undertake and the experiences they have had during their methods courses are influential
elements of their overall teaching effectiveness (Darling-Hammond & Bransford, 2005).
In order to provide a comprehensive model of teaching, teacher education must take into
account both teachers‘ content knowledge and belief development (Torney-Purta et al.,
2005). Content-specific methods courses have been found to especially impact teacher
effectiveness (Cohen & Ball, 2000) in a manner that is distinct from teacher education
courses. In a study of the effects of math and science teacher subject matter preparation
on the student performance, Monk (1994) found that additional teaching methods courses
had ―
more powerful effects than additional preparation in the content area‖ (p. 142). He
continued by saying that subject specific knowledge is an essential element for creating
effective teachers, but not the only element. Similarly, other researchers have noted that
methods courses in mathematics were more strongly correlated to student performance
than was the number of pure mathematics courses a teacher took in college (Begle, 1979).
While the connection between science and mathematics methods coursework and
student achievement has been deeply investigated, the same cannot be said for the social
studies methods course. The preservice teachers in the social studies methods course
cannot afford to disregard the linkage that bonds academic knowledge, dispositions, and
skills with methodological practice (Nelson & Waterson, 2005). However, very few
empirical research studies exist to guide teacher educators in preparing future social
studies teachers on how to create productive citizens (Adler, 2008). One of the few that
do exist focused on identifying the characteristics of universal citizenship as one of the
key components of an elementary and secondary methods course in social studies
(Jongewaard, 2000). In a mixed method study of pre- and post-tests as well as follow-up
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questionnaires, Jongewaard (2000) assessed students on two measures of universal
citizenship. He concluded that characteristics of universal citizenship can be defined,
taught, and measured in the methods classroom.
Adler and Confer (1998) revealed that explicitly focused teaching on social
studies rationale impacted preservice teachers‘ ability to articulate citizenship goals. One
first year teacher indicated in a follow-up interview how the way in which she
implemented curriculum was influenced by her experiences in her methods coursework.
These two studies point towards the potential impact that specific aspects of the methods
course can have on the attitudes and beliefs of preservice teachers (Adler, 2008).
Research on experiential learning in the preservice classroom has also revealed the
impact of the methods course on preservice teachers‘ ability to develop a holistic picture
of teaching and making decisions than they had prior to the methods course (Ross, 1996).
Active teaching strategies that engage preservice teachers in the methods course have
shown to result in their increased understandings of the content (Byer & Dana-Wesley,
1999).
While methods coursework is crucial to developing effective teachers, the
experiences that preservice teachers have during their teacher education programs are
also equally impactful. Research illustrates that initial classroom experiences of
preservice teachers are a consistent predictor of teacher effectiveness (Rowan, Correnti,
& Miller, 2002). Further evidence shows that first classroom experience is much
different for teachers who have had strong preservice preparation than those who have
had poor preservice preparation (Darling-Hammond, Chung, & Frelow, 2002). In
addition, several empirical studies suggest that those preservice teachers who have more
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and earlier clinical experiences show greater effectiveness on measures of teaching
(Denton, 1982; Denton, Morris, & Tooke, 1982; Henry, 1982; Ross, Hughes, & Hill,
1981; Sunal, 1980). These early experiences help preservice teachers build a conceptual
framework with which they can organize and understand the theories they learn in the
college classroom.
The connection between theory and practice in the methods course speaks to how
teacher preparation programs are conducted and how they impact a preservice teacher‘s
ability to enact what they are learning. Studies show that well supervised clinical
experiences conducted jointly with coursework allow preservice teachers the ability to
connect theoretical learning to practice, carry-out what they are learning, and become
more comfortable with teaching (Chin & Russell, 1995; Darling-Hammond &
MacDonald, 2000; Koppich, 2000). It is through the methods courses that preservice
teachers learn to situate their understanding of teaching and learning within the context of
classroom experiences.

New Professional Development Models
Loucks-Horsley, Hewson, Love, Stiles, and the National Institute for Science
Education (1998) found that the professional development strategies that positively
influence teaching learner outcomes include five main components of teaching. One of
the major strategies focuses on practice teaching, which helps teachers deepen their
understanding through the process of using a new approach with their students. A similar
study found that features of professional development with the strongest relationship to
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reported changes in teacher behaviors or teacher learning outcomes include opportunities
for active learning (Garet et al., 2001).
Desimone, Porter, Garet, Yoon, and Birman (2002) published a longitudinal study
that examined the extent to which the introduction of new professional development
activities actually changed teachers‘ reported practice. The researchers found that
professional development is more effective in changing teachers‘ practice when it is
focused on active learning in which teachers are allowed to apply what they are learning.
DGBL is active learning and can be effectively utilized to increase preservice teachers‘
pedagogical content knowledge in an effort to supplement and reform their overall
learning experience. Increasingly, higher education has begun to recognize and utilize
online learning experiences to supplement teacher education programs thereby
emphasizing the need for further research on its overall impact (Simonson, 2008). DGBL
embraces the characteristics of these new pedagogies for learning by fostering a realistic
and relevant learning climate (Tüzün et al., 2009).

Theoretical Framework
Simulations and Online Games
Used for educational purposes, gaming is considered to be one of the initial forms
of instructional technology (Rieber & Noah, 2008). Constructivist learning calls for
learners to construct knowledge out of their experiences. DGBL environments
incorporate the principles of constructivism into their domain. DGBL provides a learning
environment rich with engaging, interactive, and authentic experiences that also address
traditional pedagogical approaches to learning (Huang, 2002). Gee (2003) argued that
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learning and play are heavily correlated and occur simultaneously and that a welldesigned game allows for higher order cognition as well as qualitative learning. DGBL is
both active and interactive.
Another line of relevant research provides evidence that simulations and online
games are effective in teaching content (Gibes, 2009). Several meta-analyses of previous
research studies have concluded that when compared to traditional learning, interactive
simulations and games produce better cognitive outcomes and attitudes towards learning.
Vogel et al. (2006) found significantly higher cognitive gains in students taught using
interactive simulations or games (z = 6.051, p < .001, N = 8549). This supports the idea
that the preservice teacher should develop a repertoire of methods for enhancing students'
skills by creating experiential methods such as role-playing and simulations (Avery,
2003). Specifically, the need to ensure a high-quality civic education for all can be
supported by several facets of simulations and gaming that promote civic engagement
and encourage civic participation in K-12 classrooms (Carnegie Corporation of New
York, 2003). The use of simulations and online gaming can help educators address the
―
new national call to action to infuse and enhance civic learning and democratic
engagement for all students throughout the American education system‖ (USDOE, 2012,
p. 2).
Gee (2007) addressed this question and defined the content of video games by
saying:
They situate meaning in a multimodal space through embodied
experiences to solve problems and reflect on the intricacies of the design
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of imagined worlds and the design of both real and imagined social
relationships and identities in the modern world. (pp. 40-41)
He purports that when people play games, they also learning a new literacy. Not
the literacy commonly associated with reading, but rather the player becomes literate of
the meanings of the words and symbols and their relationship to one another within the
game. Gibes (2009) noted that in the realm of iCivics.org, and in particular the online
game Do I Have A Right?, players can attach outside educational meaning to symbols
that are learned and utilized with the game itself, therefore allowing for a real world
parallel.
Increased interest in the use of games for learning parallels recent research on
civic education pedagogy (Raphael, Bachen, Lynn, Baldwin-Philippi, & McKee, 2010).
In an examination of 256 students in Texas, researchers found that students playing
iCivics at least twice a week for 30 minutes for a period of 6 weeks had pre to posttest
gains in content knowledge of 19.4% (LeCompte, Moore, & Blevins, in press). This
change was statistically significant and the study concluded that iCivics was an effective
way to help increase students‘ content knowledge of civics.
Numerous studies in recent years have demonstrated that game-based learning is
an effective educational media for current and future generations (Foreman, 2004;
Oblinger, 2006). The interactive makeup of video games excites the learning process and
encourages the players to challenge new topics or knowledge (Griffiths, 2004).
Potentially, games offer an inquiry-based, constructivism that engages learners with the
materials in an authentic and safe environment (Becker, 2007). Ertzberger (2008)
asserted that video games should be viewed by teachers as innovations in technology
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integration and should be used as a tool to enrich and enhance instruction because they
can be an effective and engaging instructional strategy. With regards to civics and games,
those that integrate gaming and content, facilitate connections between individual actions
and society, and involve reasoning are the most effective (Raphael et al., 2010). While
the evidence for the use of video games in the K-12 classroom is extensive, little to no
evidence exist in how videos games can be used to increase preservice teacher content
knowledge and efficacy. The implications of games on learning and for developing selfefficacy have mostly gone unconsidered in the education arena (Moline, 2010).

Digital Game Based Learning (DGBL)
Research into the civic outcomes of video game play is in its early stages (Lenhart
et al., 2008); however, educators are integrating the use of video games into their
teaching pedagogy of basic skills (West, 2012). Buckley and Anderson (2006) noted two
important conclusions regarding the employment of video games for educational
purposes, ―
games teach and content matters‖ (p. 374).
Blunt (2006) conducted three causal-comparative studies to explore the
differences in academic achievement between college students who used DGBL and
those who did not. The independent variables he used measured group (i.e., participated
in playing games versus those who did not), overall grade in the course, and demographic
variables such as gender, grade, and race. DGBL was used with half of the courses
involving first year business students, third year economics students, and third year
management students. Each respective course included identical testing situations for
both experimental and control groups for each study. Several data analysis methods were
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used, including ANOVA, chi-squared, and t tests to evaluate the effectiveness of DGBL.
In a one-tailed t test for equality of means, students in classes using the DGBL (M =
89.99) scored significantly higher than those who did not (M = 68.43). Blunt (2006)
concluded that:
such games may assist students in applying, practicing, and ultimately developing
greater understanding. Obviously, such a dramatic increase in student
understanding of learning materials could lead to the recommendation that
simulation and games be included as supplementation learning and teaching tools
in most areas curriculum. (p. 128)
Along those same lines, a research study by Papastergiou (2009) set out to
investigate the learning effectiveness and motivational appeal of computer games to aide
in computer memory concepts, with two independent variables: type of intervention
(gaming and non-gaming) and gender. There were 88 high school students randomly
assigned to two groups, one using the gaming application and the control group using
identical learning objectives and content but no gaming. A pretest and posttest Computer
Memory Knowledge Test (CMKT) was given. Results demonstrated that use of a gaming
approach to teaching computer science was more effective in promoting student content
knowledge and more motivational than a non-gaming approach (F(1,83) = 8.853, p =
.004).
In support of this assertion, a study of the implementation of DGBL by
elementary school students in Turkey revealed similar findings (Tüzün et al., 2009).
Researchers developed and created a three dimensional educational computer game
focusing on geography, specifically, world continents and countries. A group of 24 fourth
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and fifth grade students in a private school in Ankara used the game to study geography
for 3 weeks. Both qualitative and quantitative measures were used to investigate the
effects of DGBL on student achievement and motivation with the independent variable of
intervention (gaming and non-gaming). Achievement tests were given before and after
the 3 week period. Analysis revealed that students made significant gains by participating
in the DGBL environment from pretest (M= 6.2, SD=1.0) to posttest (M= 8.6, SD=2.4)
with a large effect size (d= 1.3). Similarly, when comparing their motivations in the
DGBL environment versus the traditional environment, researchers found that the
students showed statistically significant higher intrinsic motivations and statistically
significant lower extrinsic motivations in students in the DGBL environment.
In order to further address the need for better civic education in the K-12
classroom teacher educators ought to be able to identify knowledge, beliefs, and attitudes
held by preservice teachers and to modify their methods courses in order to address such
issues. One such way is to incorporate DGBL into the methods curriculum. To ensure a
high-quality civic education preservice teacher educators can incorporate several facets of
DGBL that correspond to the types of civic learning opportunities, such as simulations
and games, that have also been found to promote civic engagement and encourage civic
participation in K-12 classrooms (Carnegie Corporation of New York, 2003). Instructing
teachers using DGBL can help address the ―
new national call to action to infuse and
enhance civic learning and democratic engagement for all students throughout the
American education system‖ (USDOE, 2012, p. 2).
The intent of the study at hand is to better understand social studies teacher
education. The research examined preservice professional development that incorporated
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an online gaming and simulation component across two groups, those spending 2 hours
or more gaming in iCivics and those spending less than 2 hours gaming in iCivics.

Self-Efficacy
The central construct of Bandura‘s (1995) social cognitive theory is self-efficacy,
or ―
the belief in one‘s capabilities to organize and execute the courses of action required
to manage prospective situations‖ ( p. 2). In layman‘s terms, self-efficacy is one‘s belief
in his or her ability to succeed in a particular situation. Some aspects of self-efficacy such
as goal-setting and problem-solving can be generally applied to most aspects of everyday
life, but self-efficacy is considered to be specific to the situation and context (Bandura,
1997). For instance, a person may have a positive sense of bike riding self-efficacy or
confidence in their ability to ride a bike, but low self-efficacy for solving math problems.
Perceptions of self-efficacy are formed by interpreting information from four primary
sources: mastery experiences, physiological/emotional arousal, social/verbal persuasions,
and vicarious experiences (Bandura, 1997).
Mastery experience is considered to be the most influential on self-efficacy
development because of personal experiences and past performances that result in
mastery. Successes serve to elevate mastery expectations, while repeated failures serve to
lower them; once strong efficacy expectations are formed, they tend to mediate and
reduce the negative impact of occasional failures (Bandura, 1977). Repeated successes
result in greater feelings of self-efficacy while repeated failures result in lesser feelings of
self-efficacy. Hatcher (2008) put this idea into context for teachers by citing an example
of students who continually receive failing grades as being less motivated to try and
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succeed academically. Furthermore, ―
occasional failures that are later overcome by
determined effort can strengthen self-motivated persistence if one finds through
experience that even the most difficult obstacles can be mastered by sustained effort‖
(Bandura, 1977, pg. 195). The impact of failure can be mediated ―
when it occurs after
strong feelings of self-efficacy have developed‖ (Hatcher, 2008, p. 42).
There is some evidence to suggest that teachers experience higher efficacy to
teach content that they feel academically-prepared to teach (Ross, Cousins, Gadalla, &
Hannay, 1999). Boz and Boz (2010) recommended that teacher education programs
include more opportunities to practice in the classroom environment because mastery
experiences are crucial to self-efficacy beliefs. A similar study used research findings to
recommend that preservice teachers have more practical experience and learn teaching
through more experiential practice (Yilmaz, 2009). In the realm of DGBL, players
practice developing new skills while learning new content until they achieve mastery. In
order for players to enjoy the DGBL experience, there must be a balance between how
challenging the game is in comparison to the players mastery experiences (Klimmt,
2003).
Physiological/emotional arousal is another source of information that can affect
self-efficacy in dealing with difficult situations and one‘s ability to control the negativity
eople rely
and anxiety associated with a particular task. As Bandura (1977) phrased it: ―p
partly on their state of physiological arousal in judging their anxiety and vulnerability to
stress‖ (p. 198). Therefore, physiological and emotional stimulation such as fatigue and
anxiety can affect a person‘s beliefs about their own abilities. A person can view
physiological/emotional arousal as an enhancement mechanism that can aide in achieving
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a successful performance, or they may view this type of stimulation as incapacitating and
allow it to encumber their performance (Zeldin, Britner, & Pajares, 2008). One theory
suggests that when attempting difficult tasks, a high degree of self-efficacy can foster
feelings of peacefulness like that experienced by many master musicians before going on
stage (Pajares, 2002). With regards to DGBL, Durkin (2006) noted that many people
encounter some degree of fear and frustration while experiencing primarily positive
feelings. Researchers have documented the impact that too much or too little arousal can
have on people while they are playing digital games (Buckley & Anderson, 2006). This is
important because learning is dependent upon several sophisticated internal processes and
variables, one of which is arousal.
Social/verbal persuasion of self-efficacy comes from the idea that people are
guided by others through verbal/written/visual/kinesthetic suggestions to believe they can
deal successfully with challenges and performance tasks that have overwhelmed them
previously (Bandura, 1977). Like that of physiological/emotional arousal, Bandura
asserted that this source of self-efficacy is not weaker than those derived from personal
accomplishment because it is not based in personal experience; rather, it is based in the
social/verbal persuasions of others such as family, friends, and peers.
Social/verbal persuasion from others can also contribute to the successes reached
through corrective performance (Bandura, 1977). Those that are persuaded that they have
the ability to master a difficult task are more likely to muster greater effort than those
who did not receive verbal persuasion. For verbal/written/visual/kinesthetic suggestions
to be influential, they must be detailed, given in a timely manner, realistic, and from a
reliable and trustworthy source (Bandura, 1997). In the classroom, feedback from a
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teacher simply telling a student that they are great at solving math problems is less
influential on the development of that student‘s self-efficacy than a teacher who clearly
outlines why that student is good at math. More specifically, classroom teachers can
increase student success and self-efficacy by emphasizing what students are doing well as
opposed to their poor performances (Zimmerman & Cleary, 2006). Online games have
the power to bring people together, even when they are geographically isolated in order
to encourage performance through social interaction (Lieberman, 2006). The
development of relationships and social structures around the online games contribute to
the social persuasion as these interactions are important to the overall online gaming
experience (Bruckman, 1998).
Vicarious experience, or modeling, occurs when one watches another individual
carry out a threatening activity or task without negative consequences (Bandura, 1977).
This vicarious experience can serve to create expectations in observers that they can
improve if they continue to intensify and persist in their own efforts. Because it relies on
comparison to others, it is not as a dependable source of information of one‘s own
abilities as mastery experience because it does not provide direct evidence of personal
accomplishment (Bandura, 1977). The effects of modeling on self-efficacy are an
important aspect of vicarious experience. Modeling has been shown to be an important
aspect of promoting learning and self-efficacy (Schunk, 1991). If others can succeed,
then observers have a basis or model on which to increase their own feelings of selfefficacy.
Vicarious experience is important for teacher educators because it deals with
modeling and how it affects the self-efficacy of the observer. In the case of preservice
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teachers, this speaks to their self-efficacy development with regards to the types of
modeling that occur in their teacher education programs and field experiences.
Oftentimes with preservice teachers, ―
the professor of the content area methods courses
would have a very strong modeling influence on the pre-service teachers‖ (Simonson,
2008, p. 257). Because preservice teachers are aware that they will soon be in charge of
their own classrooms they highly value the knowledge and skills of their methods
professors. This high degree of value results in heightened retention, attention, and
motivation (Simonson, 2008). In the world of DGBL, players have vicarious experiences
when they learn from watching others or seeing digital examples of behaviors they are to
model in order to succeed. By designing vicarious experiences that allow players to
succeed, some games serve to foster player self-efficacy (Lieberman, 2006). Research in
the area of medicine has found that DGBL can help gamers to increase their self-efficacy
for certain skills (Creutzfeldt, Hedman, Medin, Heinrichs, & Felländer-Tsai, 2010; Peng,
2009).
Since Bandura published his landmark paper Self-Efficacy: Toward a Unifying
Theory in Behavioral Change in 1977, numerous studies have investigated the various
aspects of teacher efficacy. While progress has been made in understanding self-efficacy
and how it is related to constructs such as self-regulatory learning, there are still many
unanswered questions and areas for research. Particularly, questions linger about the way
in which preservice teachers‘ experiences in methods courses and student teaching affect
their overall self-efficacy (Utley, Moseley, & Bryant, 2005).
Further examination of how preservice teachers‘ sources of self-efficacy are
impacted by their methods courses and clinical experiences can be useful in determining
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how this affects their behavior and ability to teach. Teacher efficacy or self-efficacy is an
important characteristic of preservice teacher development and can have a positive
impact on teacher and student outcomes. According to Tschannen-Moran, Hoy, and Hoy
(1998), teacher efficacy has been the subject of debate and research for decades and can
be defined as teachers‘ perceptions of their own abilities to effect change in student
achievement. The self-efficacy of teachers is specific to the roles and responsibilities
teachers play (Mohan, 2010). The majority of research to date has focused on quantitative
measures of teacher self-efficacy (Tschannen-Moran et al., 1998). Other research
indicates that self-efficacy is a situational construct that varies by context, and as such
has been difficult to isolate, define and measure (Henson, 2001; Raudenbush, Rowan, &
Cheong, 1992). Regardless of the context, Tschannen-Moran et al. (1998) asserted that
the needs of preservice teachers with regards to self-efficacy should be addressed as early
as possible in order to create higher teacher self-efficacy and more positive student and
teacher outcomes.
Self-efficacy beliefs held by teachers influence the choices they make, how much
effort they put into their work, their resiliency to hardship, their persistence in the face of
difficulties, the anxiety they experience, and their overall level of success (Zeldin &
Pajares, 2000). People with sound self-efficacy beliefs work harder and endure longer in
the face of adversity than do those who question their own capabilities. An individual‘s
own judgment of competence is often a stronger predictor of behavior than their previous
accomplishments, skills, or overall knowledge (Schunk, 1991). Furthermore, the gaming
cycle created by online games can lead to changes in self-efficacy (Garris, Ahlers, &
Driskell, 2002).The question is whether or not these principles apply to preservice
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teachers and their developmental process. One thing is for sure, preservice teachers‘ selfefficacy is a critical determinant to their self-regulation (Pajares, 2002).

Self-Regulated Learning
Self-regulation is an important part of social cognitive theory and is generally
defined as the feelings, thoughts, and actions a person uses to plan and adapt attempts at
goal attainment based on feedback from previous performances. Bandura (1986)
theorized reciprocity between self-efficacy and self-regulation. Zimmerman and Schunk
(2008) empirically documented this reciprocal relationship and found that students who
perceived themselves to be capable tended to set higher self-learning goals. They were
also more effective at planning out their work and monitoring their own progress.
Similarly, when students broadened their range of self-regulated learning skills, their
academic self-efficacy also increased. Self-efficacy beliefs are thought to occur within
the cyclical process of self-regulatory behavior and have a direct impact on several selfregulatory processes (Zimmerman & Cleary, 2006). Therefore, self-regulatory behavior is
affected by self-efficacy (Bandura, 1997). In order for a person to practice self-regulatory
behavior, they must also exhibit some level of self-control. The role self-efficacy plays in
self-regulation is therefore influenced by several precursors. Bouffard-Bouchard, Parent,
and Larivée (1991) discovered that self-efficacy wielded significant influence on various
aspects of self-regulation, such as performance, task persistence, monitoring of working
time, and rejection of correct hypotheses. These results provided support for the construct
validity of self-efficacy as different from other cognitive constructs.
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Human beings are thought to be self-regulating by nature. That is to say that
individuals have the capacity to respond to perceived needs and contextual factors
(Lerner, 1987). Similarly, increases in self-regulation correspond to increases in selfefficacy and both play a role in students motivation to achieve in an academic context
(Zimmerman, 2000). Self-regulated learners are therefore able to plot their learning
through goal setting and the application of strategies to reach these goals, thereby using
self-regulative power to motivate and lead their efforts to achieve those goals
(Zimmerman, Bandura, & Martinez-Pons, 1992).
Interactive games both online and in person have been shown to motivate
participants to self-regulate and self-monitor their attention (Lieberman, 2006), as well as
enhancing their self-regulated learning (Rieber, 1996). Likewise, adolescents use
computer games for emotional self-regulation (Durkin, 2006). In a nationally
representative study of the interaction between video games and civic engagement of
teens, Lenhart et al. (2008) indicated that a large amount of pro-social behavior is
experienced by teenagers who engage in online game playing. These pro-social behaviors
are usually valued in society as positive and include self-regulation, achievement,
creativity, and social interaction skills (Calvert, 1999). The act of playing such games
teaches people how to work cooperatively and collaboratively toward a common goal and
promotes practice in identifying goals and negotiating conflict (Kahne et al., 2009).
Online video games help participants to multiply their opportunities for participation
thereby altering their self-perceptions and strengthening their connections with other
citizens (Jenkins, 2009). By making significant choices in a real civic context, citizens are
empowered.
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Self-regulation is also an important aspect of teacher education programs. Dembo
(2001) suggests that the ability to teach in a specific content area is not sufficient for
success, and that teachers need to learn how to learn and how to self-regulate their own
learning processes. Bembenutty (2009) posits that high self-efficacy beliefs can help
preservice teachers to maintain motivation and engage in self-regulation, which results in
more effective preparation. His research concluded that efficacious and effective teachers
should have high self-efficacy beliefs and engage in self-regulation. Teacher education
programs should construct their curriculum to teach preservice teachers how to structure
their environment, manage their time, and develop critical self-regulatory learning
strategies (Randi, 2004). One way to do this is to include online games in the K-12
curriculum as well as in the preservice teacher classroom. Online games have the
potential to convey 21st Century participatory skills that are necessary to the civic leaders
of tomorrow.

Conclusion
The overall motivation behind this research is to better understand social studies
teacher education through preservice professional development that incorporated an
online gaming and simulation component. The impact teachers have on creating active
and productive citizens is crucial to fostering American growth and democracy. We
recognize the words of those who before us have continually emphasized the need for
universities to play a role in preparing graduates for a new world economy in saying that
―
the most critical demand is to restore to higher education its original purpose of
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preparing graduates for a life of involved and committed citizenship‖ (Newman &
Carnegie Foundation for the Advancement of Teaching, 1985, p. xiv).
To improve upon our democracy, we must create responsible and productive
citizens, beginning in the K-12 classroom. To educate students, we must first educate
preservice teachers in the importance of civics and governments in the classroom. And to
effectively educate preservice teachers, we must close the research gap in order to further
comprehend the effect preservice professional development has on preservice teacher
knowledge of how to teach social studies (Cutsforth, 2010). In order to address this
research gap, we must ―
develop and implement rigorous studies on innovative civic
learning approaches that produce data-backed evidence of the effectiveness of teaching
strategies, civic learning programs, and approaches‖ (Campaign for the Civic Mission of
Schools, 2011, p. 43). This research study proposes to add to the research on innovative
civic teaching strategies.
This literature review also sheds light on the lack of research in the area of civic
education, specifically, teachers‘ understanding of civics and how this understanding
impacts the curriculum they teach (Hahn & Alviar-Martin, 2008) . Research in the area of
the civic potential of video games and how they could impact both students and teachers
is also lacking (Kahne et al., 2009). As such, the research reviewed in this chapter has
provided great insight into the many processes that play a role in preservice professional
development. This research study proposes to address these gaps by studying preservice
professional development through measurements of content knowledge and self-efficacy
situated in a theoretical framework of social cognitive theory and gaming. Critical
examination of existing research in civic education, preservice professional development,
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and the potentiality of new methods for strengthening both are the foundations upon
which this research study and the chapters to follow are based.

42

CHAPTER III
METHODOLOGY

The purpose of the present research study was to better understand social studies
teacher education through preservice professional development that incorporated an
online gaming and simulation component. This chapter includes a description of the
research design, the participants and setting, instrumentation, data collection procedures,
and data analysis.

Research Design
Tüzün et al. (2009) noted that researchers cannot entirely understand technology
rich geography classrooms unless they consider the educational context holistically. Their
research employed a mixed methodological approach using a combination of both
qualitative and quantitative techniques. They concluded that such an approach allowed
for a better understanding of how geography education is impacted by computer games.
In particular, the researchers noted that students‘ open-ended responses to the question of
what they learned while gaming supported the quantitative data of significant learning
gains from pre to posttest.
This study used a pre-test/post-test, mixed methods design to with follow-up
interviews to investigate a possible relationship between teacher content knowledge of
civics, self-efficacy beliefs, and preservice professional development methods. The
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design included a pre-test/post-test content knowledge assessment, teacher questionnaire,
and two self-efficacy assessments. Follow-up interviews with subjects were conducted as
well as classroom artifacts such as lesson plans and reflection papers. The quantitative
data, analyzed in conjunction with qualitative interviews and artifacts, were used to
triangulate and explain the context of the study and to examine correlations in the data.
Data obtained using quantitative methods are described through direct excerpts from
interviews and artifacts provided by the participants. Thus, the effectiveness of the
findings of the study will be increased. Figure 3.1 represents the flow of the research
design for this mixed methods study.
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Figure 3.1

Mixed Methods Flow Chart of Study Research Design
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Creswell (1994) defined quantitative research as a method for collecting and
analyzing numerical data in order to explain phenomena. As such, quantitative research
recognizes an objective reality that has the ability to be explained mathematically through
experimental measurement. Since the relationship between teacher content knowledge of
civics, self-efficacy beliefs, and preservice professional development methods has yet to
be explored fully, it was felt that a quantitative perspective might shed light on whether
or not a relationship exists. Quantitative statistical procedures were employed because
they aided the researcher in creating order out of the chaos.
A thematic approach (Shank, 2002) of data analysis was used. More specifically,
when used with interviews, it ―
offers a phenomenological lens through which the
development of efficacy beliefs can be viewed and enables researchers to examine the
different conditions under which students process and appraise their experiences at
particular junctures in their schooling‖ (Usher, 2009, p. 278). Qualitative methodology
supposes that humans are constantly interpreting the world around them, and that reality
is complex and multi-dimensional (Merriam, 1988). Put simply, qualitative research ―
is a
highly subjective phenomenon in need of interpreting rather than measuring‖ (Merriam,
1988, p. 17). As such, qualitative methods were determined to best support the narrative
of self-efficacy with regards to this particular case because of its descriptive nature.
Furthermore, quantitative research in the area of self-efficacy is largely survey based and
―
does not allow for elaboration or for examples of instances in which the source variables
worked together‖ (Zeldin et al., 2008, p. 1039). Researchers agree that this type of
methodology is useful, but it needs to be accompanied by qualitative research to afford

46

the opportunity for narrative that is composed of thick, rich description (Pajares, 1996;
Schunk, 1991).
In a study compiled for the Maryland Social Studies Task Force, Engel (2005)
used qualitative data from questionnaires of social studies educators to illustrate and
explore the intricacies of issues raised by the primary quantitative research. The study
noted that the qualitative data, when viewed in tandem with the quantitative data, added
depth to the researchers comprehension of social studies education in the state of
Maryland. In the present study, the researcher used a similar approach by viewing the
data from both a qualitative and quantitative perspective. The qualitative interviews and
artifacts enriched the researcher‘s understanding of preservice social studies teachers in
the methods course by adding an element of depth to the quantitative data.
Because the majority of research to date has focused on quantitative measures of
teacher self-efficacy (Tschannen-Moran et al., 1998), the researcher believed that a mixed
methods approach would provide unique insight into self-efficacy. In a study by Tüzün et
al. (2009) both qualitative (interviews, observations, digital recordings, and open-ended
questions) and quantitative (pre-test/post-test) methods were used to investigate the
effects of DGBL on student achievement and motivation. Salomon (1990) noted that the
impact of interactive computer games could not be fully comprehended in the educational
context without considering a holistic approach or combination of both qualitative and
quantitative methods. The analogy he used, ―
the study of the flute is not the study of the
orchestra‖ (Salomon, 1990, p. 526), is an excellent example of how a mixed methods
approach can best provide insight and understanding of phenomena in an educational
context. In essence, we cannot fully understand the relationship between content
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knowledge, self-efficacy, and gaming by merely examining participant responses on
quantitative measures (the flute). We must situate the response data within the context of
the methods course (the orchestra) in order to view the data from several different
perspectives. This was accomplished by constantly comparing the quantitative response
data with participant interviews and classroom artifacts throughout all stages of the
research.

Participants and Setting
The participants in this study were a purposefully selected sample of preservice
Early Childhood Education majors enrolled in an Early Childhood Social Studies
Methods course at one Southeastern university. The sample reflected a national
demographic trend in elementary education towards a population that is comprised
mostly of Caucasian females under the age of 25 (Cataldi et al., 2011). The participants
were part of a cohort group of 60 teachers, 30 of whom self-selected into one section of
the course in spring 2012. Of the 30 participants in the sample, all were administered
pretests measures and 29 were administered posttest measures. One participant was
excluded from the research, dropping the overall number of participants to 29. Among
these participants, 15 spent 2 hours or more gaming in iCivics with the remaining 14
spending less than 2 hours gaming in iCivics.
Participants were solicited for follow-up interviews based on their pretest content
knowledge scores. Two participants from each group of high, medium, and low pretest
content knowledge scores were solicited from each of the two gaming groups. Of the 12
participants solicited, 7 responded. All seven agreed to be interviewed and to provide
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access to classroom artifacts such as their reflection papers and lesson plans. Of the seven
who responded, four participants represented the gaming group that spent less than 2
hours gaming, while the remaining three represented the gaming group that spent 2 hours
or more gaming in the iCivics platform.
Because of the uniqueness of the setting in which this study occurred, it is
important to represent situational circumstances that may have affected the research. The
site where the research took place was at a large land and sea grant university in a rural
area of the Southeastern United States. The University as a whole had about 34,000
students and was located in a town with an approximate total population of 100,000
people. In 2011, the entering freshman class had an average ACT score of 28 and an
average SAT score of 1254. Sixty percent were female. Twenty-seven percent were nonCaucasian. Eighty-eight percent were residents of the state where the university is
located. Of the participants in the sample, approximately 100% were female. In terms of
ethnicity, 80% of the sample were Caucasian, 10% Hispanic, and 10% Asian. With
regards to age range, 100% of the sample were less than 25 years of age.
All 29 participants were seeking a Bachelor of Science in Education (BSEd) in
Early Childhood and Elementary Education. The program offered a professional program
of preparation to teach in early childhood education with a specific focus on obtaining
pre-kindergarten to fifth grade teacher licensure from the state. It included in-depth
education and curriculum studies, as well as professional experience in early childhood
settings. It focused on both the theory and practice of teaching in the early grades, as well
as the social and emotional contexts of early learners.
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The university deemed this major a ―
High-Demand Major‖, meaning it was a
major that received more applications from qualified applicants than the program could
accommodate without compromising the quality of instruction. The BSEd program was
comprised of four semesters, with students entering at the beginning of their junior year
of college. The 29 students represented almost half of the cohort of students admitted to
the program. Admission to the program was rigorous and required a minimum
completion of core coursework, an overall cumulative GPA of 2.8, and passing scores on,
or exemption from, the state‘s basic skills assessment.
In order to apply for the BSEd program, students were required to have 9 hours of
foundations courses that consisted of English and mathematics, 8 hours of physical and
life science, 4 hours of quantitative reasoning, 12 hours of languages, cultures and the
arts, and 9 hours in the social sciences. However, students could exempt the 9 hours of
social sciences by passing an examination on the history of the United States and the state
in which the university is located. Once they had been accepted to the BSEd program,
students were required to complete 63 hours of required courses and receive a minimum
grade of ―
C‖ for each course. Of the required methods courses based in content, the
students took 3 hours in art or music, 6 hours in mathematics, 3 hours in social studies, 3
hours in science, 2 hours in physical education, and 12 hours in language and literacy.
The remainder of the methods courses focused on general education methods such as
principles and practices. When combining core requirements and major requirements, it
was possible that students receiving a BSEd from the Department of Elementary and
Social Studies Education could have taken only 3 hours of social studies in the entire 4
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years at the university. This would be the course in which they were enrolled for this
study, Early Childhood Social Studies Methods.
Early Childhood Social Studies Methods was a 3 hour course that met once a
week for 3 hours. The syllabus for the course (Appendix C) listed the central goal ―to
help develop an informed, thoughtful approach to implementing social studies with your
students‖ (Goldbraith, 2012, p. 1). It also stressed technology, community resources,
subject integration, and construction of democratic learning communities. The course
schedule for the class listed a unit on ―
Citizenship and Democracy‖, which took place
over two class periods and consisted of reading seven articles.

Data Collection
Five data collection instruments (Appendix B) were used for this study. They
included a teacher content knowledge assessment, a civic education teacher
questionnaire, two teacher efficacy scales and data taken from the iCivics online gaming
system. Analyzed individually, together, and in the context of follow-up interviews,
lesson plans and reflection papers, data from these five instruments were used to measure
teacher content knowledge, self-efficacy beliefs, and time spent in the iCivics online
gaming platform. The instruments were administered during the spring semester of the
students‘ junior year, in the first week of their second semester in the program, on
January 18, 2012. The post assessments were administered on the last day of class, April
25, 2012, with approximately 14 weeks in between administrations.
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Content Knowledge Assessment
The content knowledge assessment used for this study was a modified sample test
adapted from the Advanced Placement (AP) Government and Politics (2010) practice
test. The sample test was used and modified with permission from the College Board.
The sample test consisted of 24 multiple-choice questions that reflect similar topics and
levels of difficulty as the actual exam. Each of the questions or incomplete statements is
followed by five suggested answers or completions in multiple choice format from a to e.
The total number of items answered correctly were used to compute total raw scores for
this assessment. The same test assessment was administered both pre and post. According
to the College Board (2010), the AP Government and Politics practice test has an alpha
reliability coefficient of .94. Sample test questions included the following:
1. In the United States, which of the following is a rule on voting found in the
Constitution or its amendments?
(a) No person may be denied the right to vote merely for lack of either state or
federal citizenship.
(b) No person eighteen years of age or older may be denied the right to vote on
account of age.
(c) No person may be denied the right to vote merely because he or she has
previously served a prison sentence.
(d) A state may not establish a residency requirement for voting.
(e) A state may require a person to pay a poll tax in order to register to vote.
2. The primary election system of selecting presidential candidates has had which
of the following effects?
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(a) It has increased the importance of state party organizations.
(b) It has loosened the hold of party leaders over the nomination process.
(c) It has reduced the role of citizens in the candidate selection process.
(d) It has lowered the cost of running for office.
(e) It has led to a decline in the importance of party voterregistration drives.

International Study of Civic Education Teacher Questionnaire
The modified teacher questionnaire was administered pre and post and was used
to collect information from the participants. Specifically, the questionnaire assessed the
participants‘ perceptions of civic-related teaching and learning as well as implemented
curriculum. The items included questions about educational background, previous
degrees, and common instructional activities. A mixture of Likert-type items, multipleresponse items, and categorical response items were included. The questionnaire was
used and adapted with permission from the International Association for the Evaluation
of Educational Achievement (IEA). Torney-Purta, Barber, and Richardson (2005)
separated the variables from the teacher survey into three categories with Cronbach‘s
alpha reliability coefficients ranging from .60 to .93. Sample survey questions are
included in Figure 3.2.
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Figure 3.2

Sample Questions from IEA Teacher Questionnaire

Social Studies Teaching Efficacy Belief Instrument
The Science Teaching Efficacy Belief Instrument (STEBI; Riggs & Enochs,
1990) was modified for social studies teachers by replacing the word science with social
studies and used to investigate participants‘ beliefs about social studies teaching and
learning. Permission to use and modify the STEBI for social studies was granted by Dr.
Larry Enochs. The instrument consisted of 25 statements, 13 of which were written in
positive terms and 12 which were negatively written. The instrument consisted of two
scales, the personal science teaching efficacy belief scale, with a 0.92 alpha reliability
coefficient, and the science teaching outcome expectancy scale, with a 0.77 alpha
reliability coefficient. The personal social studies teaching efficacy belief scale measures
self-efficacy while the social studies teaching outcome expectancy scale measures
outcome expectancies. For the purposes of this research, only the personal science (social
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studies) teaching efficacy belief scale (PSSTE) was used as it is a subscale and
uncorrelated to the science teaching outcome expectancy scale.
The PSSTE consisted of 13 items numbered 2, 3, 5, 6, 8, 12, 17, 18, 19, 21, 22,
23, and 24. Items numbered 2, 5, 12, 18, and 23 were reversed scored. All of the
questions on the PSSTE used the pronoun ―
I‖ in order to elicit the teachers‘ feelings
about their self-efficacy. The instrument contained response categories on a Likert scale
of strongly agree, agree, unsure, disagree, and strongly disagree. To calculate the
participants‘ composite score, each item was assigned a value from 1-5 with strongly
agree representing 1 point for items 3, 6, 8, 17, 19, 21, 22, and 24. Conversely, items 2,
5, 12, 18, and 23 were assigned 5 points when the participant marked strongly agree.
Points for each of the 13 items were then added together resulting in a possible composite
score ranging from 13 to 65. Sample questions from the instrument include the following
with points indicated in parenthesis:
2. I am continually finding

SA

A

UN

D

SD

better ways to teach social studies.

(5) (4)

(3)

(2)

(1)

8. I generally teach social studies

SA

A

UN

D

SD

ineffectively.

(1) (2)

(3)

(4)

(5)

19. I wonder if I have the necessary

SA

A

UN

D

SD

skills to teach social studies.

(1) (2)

(3)

(4)

(5)

Teachers’ Sense of Efficacy Scale (short form)
The Teachers‘ Sense of Efficacy Scale (TSES) (short form) was used to measure
perceived teachers‘ self-efficacy levels (Tschannen-Moran & Woolfolk Hoy, 2001). This
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scale was developed to measure three specific domains of teacher efficacy including
efficacy for instructional strategies, classroom management, and student engagement.
Permission to use the TSES was granted by Dr. Anita Woolfolk Hoy. The TSES (Short
Form) consisted of 12 items responding to the prompt ―
How Much Can You Do?‖ with
responses on a 9-point continuum with selections of 1—Nothing, 3—Very Little, 5—
Some Influence, 7—Quite A Bit, and 9—A Great Deal. The scale is considered valid for
this study as the author of the scale has field-tested the questions with similar populations
of preservice teachers before and after professional development experiences
(Tschannen-Moran & Woolfolk Hoy, 2001).
The TSES was comprised of three subscales that include instructional strategies,
classroom management, and student engagement. However, Tschannen-Moran and
Woolfolk Hoy (2001) noted that the global score for all three subscales was a stronger
measure of efficacy than the individual subscales. The global score for each participant in
the current study was calculated by adding together all of the responses (on a 9-point
continuum) from all 12 items. The average was then calculated by dividing the global
score by the total number of items. The possible global scores ranged from 12 to 108 with
the possible global average score ranging from 1 to 9.
After collection, the data were screened and cleaned to check for missing data in
order to make the data more suitable for analysis before being entered into Statistical
Package for the Social Sciences (SPSS). It was necessary to conduct a factor analysis in
order to verify the complex structure of the efficacy beliefs (Bandura, 1997). The factor
analysis was used to verify the homogeneity of the items (Bandura, 2006). The TSES
(Tschannen-Moran & Woolfolk Hoy, 2001) has demonstrated high reliability ratings,
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consistently reporting Cronbach‘s alpha of 0.94 (Tschannen-Moran & Woolfolk Hoy,
2001), 0.95 (Tschannen Moran & Woolfolk Hoy, 2007) and 0.96 (Garvis, 2009). Some
sample items below include:

Efficacy for Instructional Strategies
• To what extent can you provide an alternative explanation or example when
students are confused?
• How well can you implement alternative teaching strategies in your classroom?

Efficacy for Classroom Management
• How much can you do to control disruptive behavior in the classroom?
• How much can you do to calm a student who is disruptive or noisy?

Efficacy for Student Engagement
• How much can you do to motivate students who show low interest in
schoolwork?
• How much can you do to get students to believe they can do well in school
work?

iCivics Online
Data from the iCivics online gaming portal was an integral part of this study.
Specifically, the researcher created a quantitative variable of ―
MinutesIniCivics‖ that
measured time spent playing games as well as the number of ―
points‖ collected.
Permission to use data collected through the iCivics gaming platform was granted by
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iCivics, Inc. Qualitative analysis of the types of games selected was also considered.
Figure 3.3 shows the Do I Have A Right? law office waiting room.

Figure 3.3

Do I Have A Right? Law Office in iCivics

Follow-up Interviews and Artifacts
Follow-up, face-to-face interviews were conducted with participants from both
groups, three who participated in 2 hours or more in the online gaming component of
iCivics and four who spent less than 2 hours playing. The interviews were used to probe
for further understanding of beliefs, thoughts, and opinions about the iCivics platform,
content knowledge, self-efficacy, and the social studies methods course in general.
Interviews were recorded to ensure accuracy. They were then transcribed and member
checked to ensure that the participants‘ points of view and ideas were represented
accurately. The interview data and artifacts provided by interview participants were then
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analyzed in order to look for relationships and themes that support triangulation of the
quantitative and qualitative data. Sample interview questions included the following:
1. What have you learned from your social studies methods coursework about
civics?
2. Did you learn anything different in your social studies methods course about
civics than you did in your social studies content courses?
3. How would you go about teaching civics?
4. What resources would you use?
5. How well do you think you will be able to teach civics to your students?
6. Tell me about the government and civics courses you have taken in the past? Did
you do well in them? Poorly?
7. How would you go about learning new content in order to teach it?
8. What games did you enjoy playing in iCivics and why?

Artifacts collected from interview participants included a 3-day social studies
lesson plan and a final reflection paper. For the lesson plan, participants were instructed
by the Elementary and Social Studies Education (ESOC) methods professor to design a
lesson plan based on the grade, pre-kindergarten to fifth, of the classroom with which
they were assigned for their field experience. The final reflection paper was submitted at
the end of the course term. Participants were instructed to state their philosophy of social
studies education by answering the question ―
Why teach social studies?‖ They were also
asked to reflect upon their readings, discussions, and activities from throughout the
course.
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Procedure
During November 2011, the Institutional Review Board granted permission for
the involvement of human subjects research (Appendix A). An information letter and
informed consent form were given to potential participants explaining the study in detail
during the second week of January, 2012. If the potential participants expressed an
interest in the research, they were asked to complete the informed consent form and the
survey instruments. Participants were advised that when they returned the surveys, all
information would be de-identified, which it was. All participants were given the content
knowledge assessment, teacher questionnaire on civics, and the two teacher efficacy
scales prior to the treatment and after the treatment was completed. The instruments were
administered during the Spring semester of the students‘ junior year in the second week
of their second semester in the program on January 18, 2012. The post assessments were
administered on the last day of class, April 25, 2012, with approximately 14 weeks in
between administrations.
In the syllabus for the class, students were encouraged to ―
Participate in
iCivic[sic] online game module to expand your civics content knowledge. Complete preand post-assessment activity‖ (Goldbraith, 2012). When the researcher administered the
pre-assessments, she handed out instructions on how to access the iCivics portal and
students were directed to ―
Click on Do I have a Right? and play. Then feel free to play
any of the other games. You can log out and come back, but make sure to spend a
minimum of two hours playing over the course of the semester‖ (Goldbraith, 2012). In
Do I Have a Right?, players run their own law firm comprised of lawyers who specialize
in constitutional law. The firm is tasked with deciding on whether potential clients have a
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right or not to bring a lawsuit. If clients are judged worthy of bringing a lawsuit, then the
player must match their client with the correct lawyer based on that lawyer‘s specialty
with regards to constitutional law. If the correct lawyers are identified based on their
knowledge of the U.S. Constitution, and if they win their cases at trial the law firm grows.
All participants received extensive social studies methods training over the course
of the semester using the standardized curriculum the university outlines. All participants
were asked to participate in the online games and to review the lesson plans and
resources provided by iCivics.org. Resources on the site included: online lesson plans and
links to teaching resources and each branch of government in each state. These resources
were written and compiled by classroom teachers. For students, there were interactive
features like Civics in Action and Talk to the Justice, where students could tell each other
and Justice O‘Connor about their opinions and their civic participation.
Follow-up interviews began the last week in March, approximately 12 weeks after
the beginning of the course in order to give participants time to experience the methods
course as well as participate in the iCivics online games. An email was sent to all
participants in the course asking them to participate in follow-up interviews. Both
students who participated in 2 hours or more in iCivics and those who did not complete 2
hours of gaming in iCivics were asked to participate in the follow-up interviews.

Treatment
All participants were given the content knowledge assessment, teacher
questionnaire on civics, and the two teacher efficacy scales prior to the intervention and
after the intervention was completed. All participants were asked to complete a minimum
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of 2 hours of online gaming in the iCivics platform. Other relevant studies in the field
indicate that as little as 2 hours and as much as 6 hours of time spent engaged in gaming
make significant differences. In a study conducted by Tüzün et al. (2009), the researchers
noted that online computer games could be used effectively in the ―
formal learning
environments to support students in geography learning and increase their motivation
while making learning fun‖ (p. 76). This online computer game treatment took place for 1
hour a week for 3 weeks. Similarly, with only two consecutive hours of game time,
Papastergiou (2009) found ―
the gaming approach was both more effective in promoting
students‘ knowledge of computer memory concepts and more motivational than the nongaming approach‖ (p. 1). On the other end of the time frame, LeCompte et al. (in press)
found significant changes in posttest content knowledge scores of students who played
iCivics twice a week for a minimum of 30 minutes over a six week period. Therefore, 2
hours or more of game time spent in the online gaming portal, iCivics, was judged to be
sufficient enough to recommend for this particular study. However, the amount of time
with which participants spent playing iCivics varied from 0 minutes to 255 minutes. For
the more than 2 hours gaming group, the time spent gaming in iCivics had a SD=34.88
and the range: 129-255. For the less than 2 hours gaming group, the time spent gaming in
iCivics had a SD=51.55 and the range: 0-115.

Data Analysis
The nature of this mixed methodology research dictated analysis of both
quantitative and qualitative data. Following the recommendations of Creswell (2003),
beginning analysis focused on the quantitative data.
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Quantitative Analysis
To begin with, descriptive statistics were analyzed. Based on the design of the
study and the number of participants, it was determined that the best procedure for
quantitative data analysis were three Repeated Measures Analysis of Variance (RMANOVA) using the SPSS software version 19. A repeated measures (RM) design was
favored because it reduces the between-person variation in the error terms thereby
yielding a more sensitive hypothesis test. In a RM design, the means are originated from
the same group of subjects measured at different times or under different conditions.
Thus, in this study, the means for comparison in SPSS were derived from the same
sample of 29 participants and represent the mean scores of the participants on three
separate measures at two different occasions, pre and post. Scores on the three separate
measures, administered pre and post, composed the within-subjects factor of occasion in
each of the three RM-ANOVA‘s. The between-subjects factor of gaming represented the
data from participants at two levels: less than 2 hours spent gaming in iCivics, and 2
hours or more spent gaming in iCivics.
There are, however, some concerns with using a RM design that include fatigue
effects and a lack of independence of within-subjects observations. In order to address
these concerns and to reduce the risk of type 1 error, several assumptions were checked.
The normality assumption was checked by examining histograms, box plots, and
skewness and kurtosis statistics. Homogeneity of variance was assumed as Levene‘s Test
for both pretest and posttest were not significant at the .05 alpha level. Because there are
only two levels of occasion for each RM-ANOVA, pretest and posttest, sphericity was
assumed.
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Qualitative Analysis
Interviews were audio taped and transcribed. The researcher checked the
transcriptions with the recordings to ensure accuracy. Interview participants were also
given the transcriptions and asked to review. As the researcher, I employed an analysis of
the qualitative data using a thematic approach (Shank, 2002). This method involved
analyzing the data to identify patterns and themes that arose from specific examples
gathered from the data sources. A list of start codes were developed based on my
theoretical framework and outcome. Examples of possible codes were success, failure,
effort, motivation, suggestion, accomplishment, avoidance, anxiety, fear, and modeling
(Bandura, 1977). First-level codes were added as other variables were revealed through
the interview review process. Similar pilot studies conducted by the researcher revealed
first-level codes of teacher, family, and peer influences, as well as issues of self-regulated
learning such as resiliency.
The qualitative data software NVivo 10 was used to create and manage data in an
effort to organize the data as well as to create an audit trail. This software allowed the
creation of an extensive record of when and how the data were collected as well as notes
and connections created during the data analysis. NVivo 10 is a suitable way to create a
transparent process that can be followed by others, therefore supporting the ideas and
findings that result from the research.
Furthermore, this study meets a standard that insures that the information
presented is accurate and believable. This trustworthiness is acquired through the
meticulous examination of the dependability and credibility of the data (Mertler, 2009).
The research itself was rigorous. More specifically, as the researcher, I ensured that the
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information collected and reported was accurate, credible, dependable, reliable, and valid.
Many different strategies, outlined below, were used to ensure such rigor.
The first strategy employed was that of debriefing, which Lincoln & Guba (1985)
described as the process of discussing all aspects of the study with a colleague who has
no involvement or vested interest in the study. As the researcher, I consulted colleagues
in the field of teacher education in an effort to control for bias and to consider alternative
interpretations of the data.
The process of discussing with the participants my interpretation of the data, also
known as member checking, was employed in order to validate the actions and
perspectives of the participants (Lincoln & Guba, 1985). Feedback from participants
during follow-up interviews and via email allowed them to clarify and elaborate on their
initial interviews and to provide a better understanding of their perspective. Specifically,
all seven interview participants were asked to review the draft transcription of their
interviews. They were then asked if there was anything they wanted to add, change, or
clarify. Several of them corrected minor factual details such as the name of a course or a
person they referenced in the interview. Therefore, a few minor adjustments were made
for accuracy.
Credibility of the research was established by triangulation, or the process of
collecting and analyzing multiple forms of data in order to develop multiple lines of sight
(Berg, 2009; Hendricks, 2009). Data collected from various sources were used to
triangulate and therefore strengthen the credibility of the outcome data of each source.
Last, I utilized rich, thick description based on observations of the setting, participants,
and methods in an effort to facilitate transferability.
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One supplemental data tool, the Wordle and resulting word cloud, was used in my
preliminary analysis of documents and interviews. Word clouds were employed to show
frequencies of words that appeared in a specific text. Word cloud analysis is beneficial
when utilized appropriately (Ramsden & Bate, 2008). The results of the Wordles
provided me with a general understanding of the words that appeared most frequently in
the participants‘ documents and interviews. This in turn provided a visual representation
of recurring themes within the text. McNaught and Lam (2010) noted that word clouds
are useful for research involving qualitative and thematic analyses of text and a useful
tool in educational research. Specifically, ―
the visualization allow researchers to grasp the
common themes in the text, and sometimes even to find out main differences between
sets of responses‖ (McNaught & Lam, 2010 p. 641).

Internal Threats
Threats to instrument reliability were taken into account before, during, and after
the study. In an effort to minimize threats, the researcher controlled for reactivity by
ensuring the respondents‘ anonymity and confidentiality. This helped to foster
truthfulness of survey respondents. Two predicted threats to external validity were gender
and ethnicity. An overwhelming majority of the respondents were White females.
However, this predicted trend of white females is consistent with other studies in the area
of preservice teacher education.
Another possible threat is the threat of reactivity. In an effort to minimize this
threat, participants were asked to not discuss the context of what they learned in iCivics
with anyone else. In order to address mortality issues, the researcher attempted to collect
66

as large a sample size as possible. To address implementation issues and bias, the
researcher was not the one to implement the study whenever possible. Threats to varied
knowledge were controlled by examining the differences between the pretest means in
civic content knowledge of preservice teachers spending 2 hours or more gaming in
iCivics and the pretest means of preservice teachers spending less than 2 hours gaming in
iCivics. No other threats to internal validity were identified.
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CHAPTER IV
RESULTS AND DISCUSSION

Introduction
This study was undertaken in order to better understand social studies teacher
education through preservice professional development that incorporated an online
gaming and simulation component. Because of previous research and pilot studies, it was
hypothesized that more than 2 hours of an online, digital game based learning component
would affect teacher content knowledge with regards to the teaching and learning of
civics. Specifically, it was hypothesized that the posttest means in content knowledge of
preservice teachers spending 2 hours or more gaming in iCivics would be greater than
those spending less than 2 hours gaming in iCivics. Because of a lack of evidence to
support a hypothesis in the area of self-efficacy, the following research question was also
used to guide research:
Is there a significant difference in posttest means of preservice teacher selfefficacy between those spending 2 hours or more gaming in iCivics and those
spending less than 2 hours gaming in iCivics?
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Results
Descriptive Statistics
The descriptive statistics measured by the International Study of Civic Education
Teacher Questionnaire (Appendix B) for variables by gaming group is provided in Table
4.1. The frequencies on variables of whether or not participants plan to vote in the 2012
election and the amount of time participants spent viewing media sources for information
on politics, government, and public policy issues are fairly similar. However, the
frequency of participants who indicated Republican on the political party affiliation
variable is greater for those spending more than 2 hours gaming.
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Table 4.1

Participant Characteristics on IEA Teacher Questionnaire by Gaming Group

Variable

Less Than 2 Hours
(N=14)

2 Hours or More
(N=15)

Frequency Percentage

Frequency Percentage

Plan to Vote in 2012
Presidential Election
Yes
No

13
1

92.9
7.1

14
1

93.7
6.7

Political Party Affiliation
Republican
Democrat
Depends
Undecided
None
Independent
Middle Ground
Decline To Answer

3
2
1
2
1
1
1
3

21.4
14.3
7.1
14.3
7.1
7.1
7.1
21.4

8
2
0
0
0
1
0
4

53.3
13.3
0.0
0.0
0.0
6.7
0.0
26.7

Daily Minutes Viewing
News For Politics, Gov‘t &
Public Policy Topics?
0
1-10
11-20
21-30
31-60
61-90

3
3
3
1
1
3

21.4
21.4
21.4
7.1
7.1
21.4

1
4
4
2
3
1

6.7
26.7
26.7
13.4
20.0
6.7

Pretest mean scores were calculated for each of the three measures by gaming
group (i.e., less than 2 hours gaming vs. 2 hours or more gaming). T-tests were performed
to see if any significant differences existed between groups at the .05 alpha level. A
comparison of the scores on the three pretest measures by gaming group is provided in
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Table 4.2. T-test analysis revealed no statistically significant difference between scores
for the two groups on the pretest measures.
Table 4.2

Descriptive Statistics and T-Test Comparisons of Pretest Measures by
Gaming Group
Score
Range

Less Than 2 Hours
(N=14)

2 Hours or More
(N=15)

M (SD)

M (SD)

t

p

Pretest Measure
Civic Content
Knowledge

0-24

9.57 (2.98)

10.00 (2.24)

-0.44

.10

SSTEBI-PSSTE
(Composite)

13-65

37.93 (5.92)

38.53 (8.18)

-.23

.54

1-9

7.35 (.74)

7.30 (.65)

0.16

.27

TSES Short Form
(Average)

Note. No significant differences.

Because this research study was undertaken from a mixed methods approach, this
chapter has been organized to address both the content knowledge hypothesis and selfefficacy research question with regards to both quantitative and qualitative methodology.

Content Knowledge and Gaming
Quantitative Results
The main hypothesis for this research stated that the posttest means in content
knowledge of preservice teachers spending 2 hours or more gaming in iCivics would be
greater than those spending less than 2 hours gaming in iCivics. A Civics Content
Knowledge pre assessment was given to participants at the beginning of the semester, and
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a post assessment was given to participants at the end of the semester in order to test this
hypothesis. A repeated measures ANOVA was conducted to assess whether there were
differences in content knowledge scores by testing occasion (i.e., the pretest vs. the
posttest) and gaming status (i.e., less than 2 hours gaming versus 2 hours or more
gaming).
As shown in Table 4.3, results revealed a statistically significant main effect of
testing occasion, with a small effect size, F (1, 27) = 6.18, p < .05, p2 = .19. Results
further showed a significant main effect of gaming status, with a large effect size, F (1,
27) = 12.58, p < .05, p2 = .317. In addition, Table 4.3 and Figure 4.1 show that testing
status main effect was qualified by a significant interaction with large effect size between
testing occasion and gaming status, F (1, 27) = 110.96, p < .001, p2 = .80.
Table 4.3

Differences Between Content Knowledge Scores By Source

Source

F

df

MS

p

p2

Occasion(Pre/Post)

6.18

1

6.35

.02

.19

Observed
Power
.67

Gaming

12.58

1

151.41

.001

.32

.93

Occasion*Gaming

110.96

1

113.93

.000

.80

1.00
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Figure 4.1

Testing Occasion by Gaming Status on AP Government and Politics
Practice Test

As indicated in Figure 4.2, participants who played 2 hours or more in the online
gaming platform, iCivics, showed more growth from pretest (M = 10.00, SD = 2.24) to
posttest (M = 13.47, SD = 2.36) in content knowledge scores (MΔ = 3.47), as compared
with change from pretest (M = 9.57, SD = 2.98) to posttest (M = 7.4, SD = 2.62) of
participants playing less than 2 hours in the online gaming platform, iCivics (MΔ = 2.14).
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Figure 4.2

Mean Pretest/Posttest Scores by Gaming Status on AP Government and
Politics Practice Test

These results indicated that the gains in content knowledge by those participants
spending 2 hours or more gaming were greater than the gains made by those who spent
less than 2 hours gaming. Furthermore, the interaction between gaming group and
occasion would seem to indicate that the treatment of 2 hours or more gaming in iCivics
is an effective treatment for increasing teacher content knowledge for civics in the
preservice methods course. These findings are in line with similar findings of the effects
of gaming on preservice teachers content knowledge of science (Burton et al., 2011),
college students content knowledge change in economics (Blunt, 2006) and English
vocabulary (Yip & Kwan, 2006), the impact of online simulations on preservice social
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studies teachers‘ understanding of global perspectives (Zong, 2002), high school
students‘ change in computer memory knowledge (Papastergiou, 2009), elementary
students‘ geography content knowledge (Tüzün et al., 2009), elementary students‘ social
studies learning over time (Barab, Dodge, Jackson, & Arici, 2003), and elementary
students‘ science learning and problem solving (Hickey, Ingram-Goble, & Jameson,
2009). As Blunt (2006) noted, gaming promotes gains in student content knowledge
more rapidly than traditional teaching methods, thereby creating a new standard of using
gaming in learning and teaching.

Qualitative Results
In order to further understand some of the attitudes participants have towards
gaming and the methods course in general, seven participants were interviewed who
represented a cross-section of perspectives of all 29 participants. Participants were
solicited for follow-up interviews based on their pretest content knowledge scores. Two
participants from each group of high, medium, and low pretest content knowledge scores
were solicited from each of the two gaming groups. Of the 12 participants solicited, seven
responded. Of the seven who responded, four participants represented the gaming group
who spent less than 2 hours gaming, while the remaining three represented the gaming
group who spent 2 hours or more gaming in the iCivics platform. Table 4.4 shows
pseudonyms and descriptions for each participant.

75

Table 4.4

Interview Participants
Pretest
Content
Knowledge
Score
Republican
11

Ethnicity

Maria

< 2 hours

Hispanic

Launa

< 2 hours

White

Democrat

6

7

Twinkle

< 2 hours

White

None

7

5

Sarah

< 2 hours

White

Republican

14

10

Democrat

11

15

White

Republican

14

18

Asian

Declined To
Answer

8

13

Name

Theresa

> 2 hours or Hispanic
more

Katy

> 2 hours or
more
> 2 hours or
more

Bea

Political
Affiliation

Posttest
Content
Knowledge
Score
8

Gaming
Group

Responding participants agreed to a one-on-one, semi-structured interview with
the researcher. Interview questions focused on unique perspectives of preservice
teachers‘ feelings and experiences in the social studies methods classroom. All interviews
began with the same questions from the protocol of questions outlined prior to the
beginning of the study. Follow-up individual clarification questions were asked for
clarification or to delve deeper into a particular topic. Interviews lasted from 20-80
minutes (M = 63 minutes), were audio-taped, transcribed, and analyzed by the researcher.
As the researcher, I employed an analysis of the qualitative data using a thematic
approach (Shank, 2002) that involved analyzing the data to identify patterns and themes
that arise from specific examples gathered from the data sources. A list of start codes was
76

developed based on the theoretical framework of content knowledge as it related to the
gaming activity with examples such as government, politics, citizenship, online learning,
iCivics, and technology. After a systematic review of the transcribed interviews and
reflection papers, clear themes of content knowledge change, gaming, and active learning
supporting quantitative findings began to emerge. These findings are discussed in
relationship to teacher content knowledge change and gaming in the preservice social
studies methods course.

Content Knowledge Growth Through Gaming
The interview responses below are indicative of the change that occurred in civic
content knowledge from pretest to posttest with regards to the two gaming groups.

2 Hours or More Gaming
In an interview conducted towards the end of the semester, participants were
asked if they thought their score on the civic content knowledge posttest was better than
their pretest score and why. A few in both groups reference the impact iCivics had on
their content knowledge.
Theresa, a Hispanic Republican female, had a 4 point increase in her civics
content knowledge score from pre to post. In her interview, she mentioned how much fun
she had playing in iCivics, saying ―
I really actually liked iCivics, I wasn‘t expecting to…
but I loved it, I played the lawyer game for like an hour and a half because I was so into
it.‖ Theresa also noted that she felt iCivics had an impact on her learning, saying the
following:
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I actually really had trouble memorizing things and I wished that I had had
this when I was younger because I actually liked playing games on the
computer and it made it really fun. Especially because I learned a lot more
from playing in the video game this semester than I would have from a
textbook that I‘d browse mindlessly. They are generally kind of worthless.
l studies should prepare
In her final reflection paper, Theresa noted that ―Socia
students to be citizens who participate in their government and are able to reflect
critically on their life experiences, political real-world situations, and human
interactions.‖ Theresa‘s scores on her pretest, reflection paper, and interview responses
indicate that she has a deep and complex understanding of civics and social studies and
how they relate to teaching.
Bea declined to answer about her political affiliations. In her final reflection
paper, she indicated that her job as a teacher of civics was to ―
help them become welladjusted, self-directed, and productive adults as citizens of the United States.‖ She has a
fairly good base understanding of what it means to be a civics teacher. In her interview,
she remarked that she especially enjoyed playing Immigration Nation, and noted that the
games she played, ―
were useful more for like government. I never liked government, I
guess I just never got it so for that purpose I felt like the games would be helpful and
people could play them to learn.‖
Katy, a white Republican female, also had a 4 point increase in her civics content
knowledge score from pre to post. Evidence that Katy‘s understanding of civics increased
during the semester can also be seen in her final reflection paper, when she noted that
―
Social studies should prepare students to be citizens who participate in their government
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and are able to reflect critically on their life experiences, political real-world situations,
and human interactions.‖ In an interview response that further supports the assertion of
growth over time, and the impact of iCivics on Katy‘s content knowledge growth, Katy
said the following:
I‘ve played like most of the games that are like easier because I‘m usually
like trying to do something else at the same time. I feel like they were
useful and I learned a lot about amendments and laws and stuff.
The qualitative findings with regards to the participants who spent 2 hours or
more gaming in iCivics support the quantitative findings of differences between the two
gaming groups by occasion. Specifically, that those participants who spent 2 hours or
more gaming in iCivics, had greater increases in content knowledge scores from pretest
to posttest.
A more comprehensive review of qualitative interviews and artifacts from the 2 or
more hours gaming group revealed three trends that provide a unique perspective in light
of the quantitative results. Specifically, those who spent 2 hours or more gaming tended
to be more inclined to follow the rules and to please the teacher. This may be why they
spent more time gaming when compared to the other group. For instance, Bea explicitly
said, ―
I don‘t like playing games…but I mean, I like following the rules…so it‘s like, I‘ll
do it because I‘m supposed to.‖ Katy was not as explicit, but her proclivity towards being
a teacher pleaser came through in her interview when she was asked about how she
thought she would do on the posttest, she responded by saying, ―
I don‘t quite have all of
my time in iCivics, but I almost have it and I will finish my time by the end of the
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semester.‖ This comment was taken almost as an apology for not having finished her 2
hours of gaming at the time of the interview.
The above examples of participants‘ proclivity towards rule following and teacher
pleasing have been more broadly categorized by researchers as prosocial behavior.
Previous research notes that prosocial behaviors such as classroom rule following and
compliance (teacher pleasing) are strong predictors of student academic achievement
(Cobb, 1972; Wentzel, 1985). This line of research may lend understanding as to why
some participants chose to spend more time gaming and also why those who spent more
time gaming did better on the content knowledge posttest. Similarly, such prosocial and
compliant behavior have been shown to promote learning by aiding achievement-oriented
behavior (Sieber, 1979).
All three of the interview participants who spent 2 or more hours gaming
indicated on both their pre and post assessments that they ―
strongly agree‖ or ―
agree‖
with the statement that civic education ―
should be integrated into all subjects taught at
school.‖ This assertion was supported by their interviews and Final Reflection Papers.
For example, Bea indicated that ―hi
story and civics could be integrated with other subject
areas to create lots of interactive Social Studies‘ Lesson primarily through literature.‖
Theresa and Katy also mentioned curriculum integration in both their interviews and
Final Reflection Papers, with Katy noting, ―
Now that I have completed this class, I
realize how important social studies is, and how it can be easily integrated with other
subjects to make it even more relevant and meaningful to students and families.‖ This
propensity for seeing connections between social studies content and other content areas
demonstrates their skills of curriculum integration, a sophisticated and interdisciplinary
80

approach to teaching social studies. In time, this may make them better teachers and is a
unique perspective shared only by those interview participants spending 2 hours or more
gaming.
The ability of these preservice teachers to understand the importance of
curriculum integration may speak to their overall efficacy and effectiveness to teach
social studies. A possible third perspective that arose from their interviews and pre and
post assessments is their overall confidence to teach, which in turn also speaks to their
efficacy and effectiveness. Again, two of the three participants responded to a question
on the SSTEBI post assessment that they ―
strongly agree‖ or ―
agree‖ with the statement
I understand social studies concepts well enough to be effective in teaching elementary
―
social studies.‖ Conversely, on the same measure, they all three responded ―
disagree‖ or
―
strongly disagree‖ when posed the item ―
I generally teach social studies ineffectively.‖
All three felt confident to teach social studies and that they had the necessary tools and
knew the necessary steps to teach it effectively. This confidence may have served as a
motivating factor to spend 2 hours or more gaming and could possibly explain why they
experienced a higher degree of growth from pre to posttest with regards to their content
knowledge. Gentile and Gentile (2008) support this assertion by arguing that gaming can
serve as an exemplary instructional method when compared with more traditional forms.

Less Than 2 Hours Gaming
Twinkle, a white female with no political affiliation, had a 2 point decrease in her
civics content knowledge score from pre to post. Here she discusses what civics means to
her in her first interview by saying, ―
I mean I guess social studies, politics probably but
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I‘m really not sure what civics is.‖ It is clear from Twinkle‘s response that she does not
have a strong operational definition of what civics means. Even though she did not
participate in the online iCivics gaming, examples of the impact of gaming can be seen in
Twinkle‘s response when she said:
I know, like some people have been talking like the games that they‘ve
been playing and all that stuff….and how they were like actually really
getting into the games and how much they were learning. But…since I
didn‘t do that, I don‘t feel like I learned as much.
Launa, a white female Democrat, had a 1 point increase in her civics content
knowledge score from pre to post. Here she discusses what civics means to her in her
only interview by saying,
Civics, gosh. I‘m just not sure. Maybe it involves probably other things I
have learned about but not so much as this is civics and then you learn
about it. Civics, I guess I sort of think of people, I don‘t think it‘s as much
government, but maybe how people work together, maybe?
Again, like that of Twinkle, Launa‘s definition of civics is less than adequate.
When asked if she felt she had gained any content knowledge from pre to post and if
she thought iCivics had played a role in this change, she responded by saying, ―
I was
hoping the civics games would help me learn more because it was fun, but I don‘t
know if they did or not.‖
Sarah, a white female Republican, had a 4 point decrease in her civics content
knowledge score from pre to post. She discusses what civics means to her by saying,
―
Right off the bat, I‘d say…all the laws, do the right thing…Government, I guess.‖
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Maria, a Hispanic female who identifies as Republican, had a similar response to the
questions saying, ―
my idea is obeying the law…like doing your part like, voting,
obeying the law, paying taxes.‖ Sarah has a better grasp of civics than Twinkle and
Launa, but is still lacking when viewed in comparison to the group who spent 2 hours
or more in iCivics. When asked about the impact of iCivics on her content knowledge,
Sarah responded by saying, ―
I‘d just say that it increased my confidence or made me
more comfortable teaching history…but I don‘t know if I learned anything from
playing.‖
The qualitative findings with regards to the participants who spent less than 2
hours gaming in iCivics support the quantitative findings of differences between the two
gaming groups by occasion. Specifically, that those participants who spent less than 2
hours or more gaming in iCivics, had less change in their content knowledge scores from
pretest to posttest.
In light of the present findings, a second literature review was conducted in order
to explain the differences that existed between the two groups with regards to the time
spent gaming. No research into an optimal amount of time needed to affect change in
outcome measures was uncovered. However, several recent research studies
recommended more research into video game moderators such as the amount of time
spent playing the game (Barlett, Anderson, & Swing, 2009). Valadez and Ferguson
(2012) recommended further research focusing on gaming sessions lasting longer than 45
minutes. Their research found no statistical differences in cognition with regards to time
spent gaming between 15 minute and 45 minute groups, noting that if games were going
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to decrease negative outcomes and increase positive ones, that this would take place as a
result of longer periods of time playing as opposed to shorter ones.
One possible explanation for why the group spending 2 hours or more gaming
outperformed the less than 2 hours gaming group is that they had more time to master the
controls and navigate the game. They also may have had more time to develop
governance or to make meaning of the games in order to make greater outcome gains
(Gwee, Chee, & Tan, 2010). This could have resulted in lower levels of frustration and a
more positive experience (Przybylski, Rigby, & Ryan, 2010) making them more likely to
continue on in the face of adversity possibly because of sounder self-efficacy beliefs
(Zeldin & Pajares, 2000) or greater intrinsic motivation (Tüzün et al., 2009).
Bea‘s comment illustrates this frustration when she said, ―
I kind of felt frustrated
a little bit only because like I was trying to figure how to play a certain game but I
couldn‘t figure it out.‖ She could have given up entirely and quit playing, but instead she
continued on working through her frustration saying, ―
so I moved on to another game.‖
The game she tried next was CourtQuest, where the player helps people navigate their
court case. Bea had this to say about the game, ―
it‘s self-explanatory but yet easy to
process, it‘s like…in the beginning I didn‘t figure out how to play it but then afterwards I
was like, ‗Oh! So, that‘s how you do it!‘‖ Her development of governance over this game
is evident by this statement.
Recent research has suggested that frustration may serve as a positive predictor of
metacognition (Artino & Jones, 2012). Surprisingly in this study, the connection between
frustration and metacognition were negative until they accounted for other variables such
as task value, self-efficacy in the regression model. This resulted in students with higher
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degrees of frustration exerting greater effort towards metacognitive strategies. This is in
line with other research that indicates a connection between achievement emotions, such
as frustration, and learning (Marchand & Gutierrez, 2012) and enjoyability (Gee, 2004).
Furthermore, Marchand and Gutierrez (2012) postulated that online learning
mechanisms may aide students in adopting coping strategies and regulating emotions by
providing different learning opportunities. Frustration may also be a natural part of the
learning process when one faces a difficult task.

Self-Efficacy and Gaming
Quantitative Results
Two repeated measures ANOVA‘s were used to analyze scores from two
measures of self-efficacy, the TSES and the SSTEBI-PSSTE. Both self-efficacy pre
assessments were given to participants at the beginning of the semester, and a post
assessment was given to participants at the end of the semester. A repeated measures
ANOVA was conducted to assess whether there were differences in self-efficacy scores
by testing occasion (i.e., the pretest vs. the posttest) and gaming status (i.e., less than 2
hours gaming versus greater than 2 hours gaming).
Results from the repeated measures ANOVA on the TSES measure shown in
Table 4.5 revealed no significant differences by testing occasion, F (1, 27) = 2.29, ns.
Results further showed no significant difference by gaming status, F (1, 27) = .05, ns. In
addition, no significant interaction between testing occasion and gaming status was
revealed, F (1, 27) = 0.28, ns.
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There was a minimal raw score change from pre to posttest with the participants
who played 2 hours or more in the online gaming platform, iCivics, showing slightly less
growth in self-efficacy scores on the TSES (0.17), as compared with participants playing
less than 2 hours in the online gaming platform, iCivics (0.20) Although insignificant,
this difference between group mean scores from pre to post on the TSES may warrant
further discussion in the following chapter.
Table 4.5

Mean Pretest/Posttest TSES (Short Form) Scores By Gaming Status
Pretest

Posttest

Raw Score

Group

N

M

SD

M

SD

MΔ

Less Than 2 hours Gaming

14

7.35

.74

7.55

.66

0.20

2 Hours Or More Gaming

15

7.30

.65

7.47

1.02

0.17

Results from the repeated measures ANOVA on the SSTEBI-PSSTE measure
revealed a statistically significant main effect of testing occasion, with large effect size, F
(1, 27) = 88.39, p < .01, 2 = .74. Results further showed no significant difference by
gaming status, F (1, 27) = .14, ns. In addition, no significant interaction between testing
occasion and gaming status was revealed, F (1, 27) = 2.55, ns.
However, as indicated in Table 4.6, there was a trend towards the interaction with
the participants who played 2 hours or more in the online gaming platform, iCivics,
showing less growth in self-efficacy scores on the SSTEBI-PSSTE (7.4), as compared
with participants playing less than 2 hours in the online gaming platform, iCivics (10.43).
Although statistically insignificant, this greater overall improvement in mean scores from
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pre to post by the less than 2 hours gaming group needs to be recognized and warrants
further discussion in the following chapter.
Table 4.6

Mean Pretest/Posttest SSTEBI-PSSTE Scores By Gaming Status
Pretest

Posttest

Raw Score

Group

N

M

SD

M

SD

MΔ

Less Than 2 hours Gaming

14

37.93

5.92

48.36

5.47

10.43

2 Hours Or More Gaming

15

38.53

8.18

45.93

7.64

7.4

As Table 4.5 and Table 4.6 indicate, the mean change from pre to posttest with
regards to gaming group are consistent across both assessments. The less than 2 hours
gaming group had only slightly greater mean raw score changes from pre to post in
comparison to the 2 hours or more gaming group. This helps to explain the nonsignificant findings that resulted from the repeated measures ANOVA with regards to
gaming group.
However, it was interesting to find significant changes by occasion for the
SSTEBI-PSSTE but not for the TSES. It is hypothesized that this difference in outcomes
for the assessments is due to the nature of the assessments themselves. The SSTEBIPSSTE focuses on self-efficacy beliefs of the teacher using the pronoun I to begin each
sentence. Participants may have given higher ratings to the SSTEBI-PSSTE items
because they felt they had more control over the ideas presented in these instrument and
because it focused on domain specific self-efficacy with regards to social studies. This is
consistent with what Riggs and Enochs (1990) asserted. Expanding on their notion, one
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probable reason participants did not experience significant growth from pre to posttest on
the TSES is that they may have felt that the ideas presented in the TSES addressed
external forces and ones with which they had little control over.

Qualitative Results
Because of the complex nature of self-efficacy and the sources that affect it, a list
of start codes was developed based on the theoretical framework of self-efficacy and
gaming. Examples included codes based on the four sources of self-efficacy to include
mastery experience, social/verbal persuasion, modeling and arousal. First-level codes
were added (in addition to initial self-efficacy codes) as other variables came to light
through the interview review process to include active learning, motivation, goals, and
feelings about iCivics.
After a systematic review of the transcribed interviews and reflection papers,
general themes began to emerge. These findings are discussed in relationship to teacher
self-efficacy and gaming in the preservice social studies methods course. In some cases,
delineation between some themes are difficult as many of the responses are intertwined
and dependent on one another. As such, some themes are organized by response to
particular questions, while some are organized by the nature of the theme itself.
It was hypothesized that participants in the online gaming portal of iCivics would
experience growth from pre to post on measures of self-efficacy. While the quantitative
data resulted in non-significant results, the qualitative data for self-efficacy painted a
richer picture. Below the data are organized by three key questions that were posed in
order to identify the sources of self-efficacy that impacted participants overall self88

efficacy for teaching social studies. The comparison is also made between those who
spent less than 2 hours gaming and those who spent 2 hours or more gaming in iCivics.

Self-efficacy for Teaching Elementary Social Studies
2 Hours or More Gaming
The three interview excerpts below represent three participants who spent 2 hours
or more gaming in iCivics. They were given the prompt, ―
On your pretest, one of the
questions said, ‗I understand social studies concepts well enough to be effective in
teaching elementary social studies‘‖ and then told how they answered this question. They
were then asked ―
Can you explain your answer to me?‖ and ―
Has this changed from the
beginning of the semester and why?‖
On the pretest, Theresa answered that she ―
Agreed‖ with the question, indicating
that her self-efficacy to effectively teach social studies was higher from the beginning.
She responded in the interview by saying ―
I still feel the same way. To be honest, I feel
like social studies content in elementary school is not deep enough for the kids. They can
understand so much more than we give them credit for.‖ Theresa viewed her state of
physiological/emotional arousal in a positive way, not allowing it to hinder her
performance. Katy responded similarly to Theresa, and also felt like she still agreed with
the question, responding by saying, ―
I don‘t feel like I ever struggled with social studies,
like content wise, I always did well in it and in most areas of social studies.‖ Katy also
touched on her intrinsic motivation when she stated:
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I just have a personal interest in it so…I think it will be easier to teach that
stuff. I have a vested interest in it so I think it will be easier for me to
teach it. So, I feel prepared to teach it. And I just really like it.
It is evident from these responses, that those interview participants who
experienced 2 hours or more in iCivics had stronger feelings of self-efficacy at both
occasions of the assessment pre and post. However, these feelings were not reflected in
the quantitative data overall, with both gaming groups having similar results.

Less Than 2 Hours Gaming
The three interview excerpts below represent three participants who spent less
than 2 hours gaming in iCivics. They were all given the prompt, ―
On your pretest, one of
the questions said, ‗I understand social studies concepts well enough to be effective in
teaching elementary social studies‘‖ and then told how they answered this question. They
were then asked ―
Can you explain your answer to me?‖ and ―
Has this changed from the
beginning of the semester and why?‖
Maria, in contrast to Theresa above, answered that she was ―u
nsure‖ on the
pretest. She explained her answer by saying the following:
I was unsure…just because I‘ve never been confident with it, myself and I
wrote that in my paper. My teachers were always like ―
Read this textbook
and do a worksheet…this is what social studies is…‖ and so, it wasn‘t
until like high school, maybe even college that…I felt like I had to cram
everything in, especially now…I DO want to be an active citizen…I feel
like I‘m almost like relearning everything in a short amount of time.
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When asked if her feelings had changed over the course of the semester she
responded by saying, ―
it‘s kind of overwhelming and I‘m still not to the point where I‘m
like ‗I‘m going to be this great teacher‘ but I feel like I can do better. At the beginning of
the semester that was my fear.‖ Maria‘s lack of confidence to teach social studies may
have been derived from her state of physiological/emotional arousal. Her feelings of
―
fear‖ and being ―
overwhelmed‖ may have affected her beliefs about her own abilities to
teach social studies. She may have viewed this type of arousal as debilitating and
therefore allowed it to hinder her performance (Zeldin et al., 2008).
Maria also indicates that her past experiences in the classrooms of her social
studies teachers have negatively impacted her self-efficacy, saying, ―
I‘m never going to
be a good social studies teacher because of my experiences with my past social studies
teachers and how they taught.‖ This lack of confidence illustrated by Maria is
representative perspective of a lack of self-efficacy which is connected to a lack of
effectiveness with which to teach social studies. Research evidence conversely supports
this assertion by suggesting that teachers experience higher efficacy to teach content that
they feel academically-prepared to teach (Ross et al., 1999). Those participants who spent
less than 2 hours gaming and experienced less growth in their content knowledge may
have experienced lower degrees of self-efficacy such as Maria noted above.
Sarah also answered this question on the pretest by saying she was ―un
sure.‖ Her
initial response was similar to Maria‘s, but when asked about how her feelings had
changed, she elaborated by saying that, ―
overall, over the course of this semester, I feel
like my confidence to teach has gotten better.‖ When probed further about why she felt
like she was more confident, she answered by saying the following, ―
probably just
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experience in the classroom.‖ Sarah relied on her mastery experience or past performance
accomplishment to build up her self-efficacy in order to affect her future performance.
Similarly, she relied on her observation of how her cooperating teacher handled a tenuous
situation when she said the following:
Seeing that when my cooperating teacher was teaching, sometimes she
wasn‘t really sure of the answer. She would say, ―
do you all know the
answer to this?‖ I mean, knowing that it‘s not the end of the world if you
don‘t know all of the answers and that you just need to be prepared on
know how you want to teach it.
By watching her cooperating teacher successfully navigate through a threatening
experience without negative consequences, Sarah may have used this vicarious
experience to strengthen her self-efficacy.
Twinkle was also in the group who spend less than 2 hours in iCivics and she
initially responded by marking ―
disagree‖ on the pretest. However, when asked about
how she would answer on the posttest, she responded by saying, ―
I almost kind of feel
like I might change my mind on that.‖ When probed further for the reason behind her
change, she responded by saying the following:
Because then we had to teach a social studies unit… and I got really
confident in what I was talking about…and even though I thought I didn‘t
feel like I knew as well enough…like I felt like I knew enough
information to like…get the point across or be able to explain it in their
terms. Like, we did a K-W-L for our students and me and my co teacher
this semester read over them and I was able to answer a lot of the
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questions…and it was interesting to be able to answer them…but I feel
like even as a teacher you‘re not going to know the answers to all the
questions…but that‘s good for students to realize to.
Similar to Sarah‘s classroom experience, Twinkle explains her feelings about her
effectiveness to teach social studies in reference to her past performance
accomplishments with teaching. The positive experiences she had in the classroom this
semester served to strengthen her self-efficacy over the course of the semester. The
mixed responses represented above in the group that spent less than 2 hours gaming may
serve to explain why the quantitative findings with regards to self-efficacy were nonsignificant.
In a study conducted by Finstad (2011), similar non-significant results were found
in the self-efficacy scores of college students from pre to posttest, regardless if they were
in the game (traditional) group or the control group. One possible explanation for why
both groups had similar quantitative results on both measures of self-efficacy at both
testing occasions may be explained by the duration of the time spent gaming. Similar to
the Finstad (2011) study, the current study was limited by the amount of time and
duration the participants spent gaming. Participants who game more frequently over time
are more likely to have behavioral outcomes than those that game for an equivalent
amount of time, but less frequently (Gentile & Gentile, 2008).
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How to Promote Student Interest in Social Studies
2 Hours or More Gaming
The two interview excerpts below represent two participants who spent 2 hours or
more gaming in iCivics. They were both given the prompt, ―
On your pretest, one of the
questions said, ‗I don‘t know what to do to turn students on to social studies‘‖ and then
told how they answered this question. They were then asked to ―T
ell me a little bit about
how you would do that and why you answered that way.‖
Theresa answered that she was unsure about turning students on to social studies
at the pretest administration. But, unlike Twinkle‘s response below, she was still unsure
at posttest time, but not because of her own feelings of efficacy. Theresa indicated that
she felt very prepared to turn kids on to social studies, but that she felt that parents served
as a ―
major roadblock and it really depended on what parents want their kids to get out of
social studies education.‖ This response offered a unique perspective and one that was
very complex and intuitive in nature. She goes on to make a very poignant statement
based on her past negative experiences with students, explaining the following:
Do they want their kids to understand the government or would they rather
discuss with them what their views are and brain wash them because I feel
like that certainly happened a lot in my own personal education
experience. We had certain parents who were just like, ―
I don‘t want you
teaching my kid that‖ and it‘s like ―
Why? I don‘t understand that‖ and so I
feel like I have the means and I know about some of the resources that I
can use to get my kids interested and want to learn more but I feel like
education doesn‘t just end in my classroom, it keeps going until you get
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home and …it just depends on what my parents are telling their kids and
whether they are getting them fired up, too.
Katy was also unsure at the pretest administration, and when asked if her feelings
had changed, she responded by saying:
That‘s what I said at the beginning and I guess we‘ve learned some ways
to…I don‘t know, this semester we talked a lot about kind of integrating
social studies with other subjects. So, I just feel like I‘ve learned a lot
about that this semester and I feel more confident about it.
Katy was able to take her anxiety for the subject, ―
I hated social studies in
elementary school because I just remember it all being like geography and I didn‘t feel it
really mattered to me or related to me‖ and used it to motivate her to find positive ways
to learn from her experience and use it in her own teaching. This is evident when she
said:
And I just think you could try to tie it into like history or like current
politics or whatever and just trying to get it as meaningful for the kids as
you can which I think you can always make some kind of connection to
where it will matter to them.
Both Theresa and Katy have hinted around at an issue that may be at play here. That is
the use of DGBL to promote student interest in social studies and civics. Gaming can be
an effective way to both enhance motivation and increase student interest in content
(Druckman, 1995). It is this increased interest that could be a potential source of
motivation and self-efficacy for Theresa and Katy, and the students to which they refer in
their comments above.
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Less Than 2 Hours Gaming
The two interview excerpts below represent two participants who spent less than 2
hours gaming in iCivics. They were both given the prompt, ―
On your pretest, one of the
questions said, ‗I don‘t know what to do to turn students on to social studies‘‖ and then
told how they answered this question. They were then asked to ―
Tell me a little bit about
how you would do that and why you answered that way.‖
Maria answered that she ―
disagreed‖ with the statement and explained her answer
in a confident manner and in reference towards active learning by saying:
Like I know I can…if I want to be that good social studies teacher, I have
to find something to turn them on so…that‘s what I‘d do, activities, like
hands on…get school permits for as many field trips as possible….just
kind of art projects.
Maria‘s self-efficacy beliefs about how she can turn students on to social studies
were strengthen by her success with assignments for the methods course when she notes,
―
Like doing my Technology Resource Project, I know that there are stuff that you can do
to make social studies fun and now I‘ve seen it.‖ She goes on to say that the methods
course has given her more confidence and resourceful ideas with which to teach.
However, Twinkle was ―
unsure‖ at the pretest administration, but felt more
confident towards the end of the semester. Similar to Maria, she felt that she had gleaned
some great resources from the course when she said ―A
nd our ESOC class did give us
like different ways to make social studies more interesting.‖ She also indicated that her
mastery experiences were a source of her self-efficacy when she noted the following:
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I‘m at the point where I would say that I now disagree with that statement.
Just because I did just teach a lesson on social studies. And I definitely
saw the students be more engaged when we did the skits than just handing
them a worksheet or telling them to read from the textbook.
It is evident by these responses from the two participants in the each of the two
gaming groups that there are some differences with regards to their sources of selfefficacy. While the responses given by Maria and Twinkle (less than 2 hours gaming)
were focused on how their mastery experiences in the methods course helped to
strengthen their self-efficacy, Theresa and Katy‘s responses were more complex. They
focused more on how they would use their past experiences to affect positive change in
their teaching, making it ―
as meaningful for the kids as you can‖ and keeping the
excitement for social studies going even when they were away from school. This unique
perspective portrayed by Theresa and Katy may be indicative of their higher degree of
self-efficacy from the onset of the methods course.
The responses above also touch on the issue of using games to motivate interest in
subject areas as well as to promote creativity (Foreman, 2004). In addition to relevance to
motivation and gaming, there is also a linkage between the above responses and the
concept of mastery motivation, or the intrinsic need to master one‘s environment. It is
theorized that if both gaming groups were able to spend more time gaming, they would in
turn have more mastery experiences and gratification, thereby increasing their overall
self-efficacy scores by occasion. This would be more prevalent on the SSTEBI-PSSTE
than the TSES because of the SSTEBI-PSSTE‘s domain specificity to social studies. This
is because mastery experiences have been shown to be a core design component of digital
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games (Moline, 2010), as well as the most influential of the four sources of self-efficacy
in gaming (Durkin, 2006).

How to Learn New Content in Order to Teach It
2 Hours or More Gaming
The three interview excerpts below represent the perspectives of the three
participants who spent 2 hours or more gaming in iCivics. They were all given the
prompt, ―
How would you go about teaching new content?‖
Katy referenced using biographies and children‘s literature to incorporate current
events and content into a lesson. When asked where she would find resources for a lesson
like that, she said ―
probably the Internet is how I‘d do most of like research, but that‘s not
to say I‘m against writing stuff from books because I go to the library all the time.‖ Bea
had a similar response to the question, noting that she would ―justtry to find things and
facts. Just browse the Internet and I guess I‘d try to use a lot of references like books and
bring it to life.‖
Theresa noted that she would want to thoroughly research the topic first; by
saying ―
I would probably go insane with my research and want to know as much as I can
and then from there filter down what I thought would be appropriate to teach.‖ But that
she also would want to incorporate other resources as well as getting her students to help,
indicating the following:
I feel like I know enough but I wouldn‘t want to just limit the kids to what
I know off the top of my head, I‘d want to have lots of resources. I feel
like firsthand accounts… and I‘d want to incorporate that into my lessons
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so they can not only listen to what I‘m saying, they can find out for
themselves. I would want the kids to make their own decisions about a lot
of stuff …I feel like I‘d certainly research a lot and then taper down until I
found something that I felt would be interesting and engaging and try my
best to implement it from there.
Here again, Theresa goes above and beyond merely answering the question. Her
response is complex and focused on the students and how to increase their learning
outcomes. This may be an indication of her greater self-efficacy and overall effectiveness
to teach. A student-centered perspective is a great one to have and indicates a high degree
of pedagogical understanding on her part. It is also indicative of a constructivist approach
to learning. Constructivist learning calls for learners to construct knowledge out of their
experiences. DGBL environments incorporate the principles of constructivism into their
domain by providing a learning environment rich with engaging, interactive and authentic
experiences that also address traditional pedagogical approaches to learning (Huang,
2002). Because simulations and gaming promote constructivist learning, spending 2
hours or more in the online gaming portal may have increased this groups‘ understanding
of civic content knowledge. Research in this area indicates that the constructivist
approach using simulations and games increases engagement, motivation, and conceptual
understanding (Norman & Spohrer, 1996). In the iCivics environment, participants were
able to problem-solve in a simulated real-life situation, allowing them to explore and
construct their own knowledge. Those who spent more time in iCivics may have spent
more time constructing such knowledge, which was reflected in their overall change in
content knowledge of civics.
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Less Than 2 Hours Gaming
The three interview excerpts below represent three participants who spent less
than 2 hours gaming in iCivics. They were all given the prompt, ―
How would you go
about teaching new content?‖
Maria responded by saying that she would look towards educational journals
because in her words, ―
I think those are very helpful and new and updated.‖ She also
indicated that her methods professor showed her class how to subscribe to many of the
journals, saying ―
and I want to know like the new…because it keeps changing from year
to year and I think I could learn that way, too, to keep up to date.‖
Twinkle took a more social approach to answering this question by saying that
she would go and talk to other teachers in the school because she valued their opinions
and their help. Her ―
help-seeking‖ from others is indicative of her motivation to learn and
to reach out. But, she also noted the following:
You just have to be careful because other teachers will also be
negative….because if they‘ve done something before they‘ll automatically
tell you ―
Don‘t do it, don‘t try it‖…which is something I‘m a little bit
nervous about going into teaching because…I‘ll be wanting to try new
things and you have to realize that people are going to tell you, ―
No, that‘s
not a good idea.‖
Twinkle‘s comment above is indicative of negative sources of self-efficacy such
as social and verbal persuasions of others. These negative persuasions may serve to lower
her own personal sense of competency and efficacy.
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Sarah took a different approach from Twinkle, saying that she would begin by
looking in her textbook by saying, ―
I guess I would review my textbook because it gives
you a really good baseline of what the students need to know about it and then you can
expand on it.‖ She went on to say that she would follow-up the text book by looking
online, saying ―
I guess I would also use the internet. I‘d say use Google and sort through
to see what you could use.‖
While journals, textbooks, Google, and online resources dominated the responses
for both gaming groups, Theresa‘s offered a unique perspective. By focusing on the
students and using them as a resource, her response stands out. This may be because her
overall feelings of self-efficacy were greater to begin with and the gaming only served to
strengthen them. As Tüzün et al. (2009) uncovered, students in the DGBL environment
showed statistically significant higher intrinsic motivations and statistically significant
lower extrinsic motivations.
It is not clear by these responses how deeply the methods course may have
impacted these participants‘ feelings of self-efficacy. In light of the non-significant
quantitative results, it is difficult to interpret both quantitative and qualitative results.
However, every effort was made to represent the perspective of each interview
respondent in and to illuminate differences and similarities by group where appropriate.
With that being said, there some connections to be made between self-efficacy
and gaming. The potential effects of gaming on self-efficacy (its sources) and motivation
for learning are exponential. However, such effects were not clear within the parameters
of this study due to time restrictions. We know from previous research that in order for
professional development experiences (such as the social studies methods course) to be
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effective, we must take into account the duration of the experience (Garet et al., 2001). In
the case of this study, the amount of time spent gaming was seen to have an effect on
content knowledge, but not self-efficacy. Perhaps as the qualitative results allude to, the
duration and span of time with which the teachers participated in the gaming experience
were simply not enough to make a marked impact on their overall self-efficacy. In order
to affect change in participants feelings of self-efficacy and extended duration is
recommended for future research (Brinkerhoff, 2006).
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CHAPTER V
CONCLUSIONS

The intent of this chapter is to provide a summary of the present study and to use
the analyze data to offer conclusions in context of the study. It is also purposed to present
recommendations for practice in the preservice methods classroom as well as
recommendations for future research.

Summary
The purpose for this mixed methods research study was to examine broader
understandings of social studies teacher education through preservice professional
development that incorporated an online gaming and simulation component. More
specifically, the research examined what content knowledge preservice elementary
education majors possess and what effects their content knowledge change. The
secondary intention of this study was to explore the effects of gaming in the preservice
methods courses on the self-efficacy development of undergraduate preservice teachers.
This purpose was identified in reaction to research indicating a lack of content knowledge
of social studies teachers (Sanchez, 2010; Westhoff & Polman, 2007), and a need for
further comprehension of the effects social studies methods courses have on preservice
teachers‘ knowledge of how to teach social studies (Cutsforth, 2010).
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In light of this need for further understanding and previous research in the area of
DGBL, it was hypothesized that the posttest means in content knowledge of preservice
teachers spending 2 hours or more gaming in iCivics would be greater than those
spending less than 2 hours gaming in iCivics. Because of a lack of evidence to support a
hypothesis in the area of self-efficacy, the following research question was also used to
guide research:
Is there a significant difference in posttest means of preservice teacher selfefficacy between those spending 2 hours or more gaming in iCivics and those
spending less than 2 hours gaming in iCivics?

Methodology
Design
Although a mixed methods approach was used for this study, primacy was given
to quantitative statistical analyses of data collected using a content knowledge assessment
and two self-efficacy assessments. Further qualitative data collected throughout the
research study during follow-up interviews aided in the explanation of the quantitative
results. Therefore, both objective and subjective data were analyzed by the researcher in
order to provide a broader understanding of the results in reference to the hypothesis and
research question.

Participants and Setting
Participants for this study consisted of a purposefully selected sample from one
Southeastern university‘s preservice Early Childhood Education majors enrolled in the
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Early Childhood Social Studies Methods course. All 29 participants were asked to spend
at least 2 hours in the iCivics online gaming component; however, only 15 spent 2 hours
or more, with the remaining 14 spending less than 2 hours. All 29 participants were asked
to be interviewed about their experiences in the methods course. Seven agreed to be
interviewed and also provide classroom artifacts such as their reflection papers and lesson
plans. Voluntary participation was sought from all participants. All 29 participants were
seeking a Bachelor of Science in Education (BSEd) in Early Childhood and Elementary
Education. Of the participants in the sample, 100% were female. In terms of ethnicity,
80% of the sample were Caucasian, 10% Hispanic, and 10% Asian. With regards to age
range, 100% of the sample were less than 25 years of age.

Data Collection Instruments
Five quantitative data collection instruments were used for this study. They
included a teacher content knowledge assessment, a civic education teacher
questionnaire, two teacher efficacy scales and data taken from the iCivics online gaming
system. Analyzed individually, together and in the context of follow-up interviews and
artifacts, data from these five instruments were used to measure teacher content
knowledge, self-efficacy beliefs, and time spent in the iCivics online gaming platform.

Procedure
All participants received extensive social studies methods training over the course
of the semester using the standardized curriculum the university outlines. All participants
were asked to participate in the online games, and to review the lesson plans and
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resources provided by ourcourts.org (iCivics.org). An information letter and informed
consent form were given to potential participants explaining the study in detail during the
second week of January, 2012. The data collection instruments were administered during
the spring semester of the students‘ junior year, in the first week of their second semester
in the program, on January 18, 2012. The post assessments were administered on the last
day of class, April 25, 2012, with approximately 14 weeks in between administrations.

Results and Discussion
The current research study utilized a mixed methods design in order to facilitate a
clearer understanding of quantitative results viewed through the lens of qualitative data.
Research focused on testing the hypothesis that spending more than 2 hours gaming in an
online simulation had an effect on teacher content knowledge of civics. It also explored
preservice teachers‘ feelings of self-efficacy with regards to the amount of time spent
gaming. The data from this study suggests that time spent gaming has a positive impact
on preservice teacher content knowledge change. As such, data from both qualitative and
quantitative sources were melded in order to offer a more complete understanding of the
overall research problem. Therefore, the data in the following sections are organized with
regards to the hypothesis and research question.

Content Knowledge and Gaming
A repeated measures ANOVA was conducted to assess whether there were
differences in content knowledge scores by testing occasion (i.e., the pretest vs. the
posttest) and gaming status (i.e., less than 2 hours gaming versus 2 hours or more
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gaming). The repeated measures ANOVA results indicated that the gains in content
knowledge by those participants spending 2 hours or more gaming were greater than the
gains made by those who spent less than 2 hours gaming. The interaction between
gaming group and occasion further showed that the treatment of 2 hours or more gaming
in iCivics is an effective treatment for increase teacher content knowledge for civics in
the preservice methods course.
The qualitative findings with regards to the participants who spent 2 hours or
more gaming in iCivics did not provide much insight that would explain the quantitative
findings of differences between the two gaming groups by occasion. However, those
participants who spent 2 hours or more gaming in iCivics did seem to have a stronger
operational understanding of what civics and social studies meant to them. Similarly,
when asked about how gaming impacted their content knowledge, participants who spent
2 hours or more gaming in iCivics indicated that they felt they had gained content
knowledge during the semester because of their time spent gaming. Those who spent less
than 2 hours gaming in iCivics felt that they had not gained as much content knowledge
because of their time spent in iCivics.
Previously conducted research found positive effects of gaming on academic
learning achievement and learning gains in several areas. Specifically, college students‘
content knowledge change were reported in the areas of economics (Blunt, 2006) and
English vocabulary (Yip & Kwan, 2006). Changes in content knowledge of preservice
teachers were detected in studies conducted with science teachers content knowledge of
cell phone use (Burton et al., 2011), as well as the impact of online simulations on
preservice social studies teachers understanding global perspectives (Zong, 2002).
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Content knowledge changes at the K-12 level were indicated with regards to high school
students change in computer memory knowledge (Papastergiou, 2009), elementary
students geography content knowledge (Tüzün et al., 2009), elementary students social
studies learning over time (Barab et al., 2003), and elementary students science learning
and problem solving (Hickey et al., 2009).
Several meta-analysis of previous research studies have concluded that when
compared to traditional learning, interactive simulations and games produce better
cognitive outcomes and attitudes towards learning (Vogel et al., 2006). Both quantitative
and qualitative data are in line with previous research, suggesting that 2 hours or more
spent gaming can result in positive changes to preservice teacher content knowledge.
It was interesting to find that the group spending 2 hours or more gaming
outperformed the less than 2 hours gaming group on measures of content knowledge.
Possibly, spending 2 hours or more gaming allowed the participants more time to become
familiar and comfortable with the game thereby giving them more mastery of the controls
and navigational ability in the game. Support for this assertion can be seen in the
interviews from participants such as Bea when she noted, ―
I tried to find games that I
could play that might be a little bit easier to understand…I had to spend a lot of time,
trying to figure out how to play, once I did, it was pretty fun.‖ She also spent more time
gaming in iCivics, 231 minutes, the second highest of anyone else in the course.
This extra time may have allowed them to develop better governance of the
iCivics gaming portal and the games themselves, rendering greater outcomes (Gwee et
al., 2010). It is also possible that the group spending 2 hours or more gaming
outperformed the less than 2 hours gaming group on measures of content knowledge
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simply because of existing differences in participant characteristics between the two
groups. Recommendations for further research with regards to time spent gaming are
discussed later in this chapter.

Self-efficacy
Two repeated measures ANOVA‘s were used to analyze scores from two
measures of self-efficacy, the TSES and the SSTEBI-PSSTE. While the repeated
measures ANOVA showed no significant changes by gaming group on either assessment,
there were trends towards the interaction with the participants who played 2 hours or
more in the online gaming platform, iCivics, showing less growth in self-efficacy scores
on both the TSES and the SSTEBI-PSSTE in comparison to participants playing less than
2 hours in iCivics.
For the research question, results from this research study were not clear, as there
were no significant differences between gaming groups with regards to their changes in
self-efficacy from pretest to posttest. While previous research is scarce, there are a few
content specific studies that have demonstrated the positive effects of using DGBL to
increase student self-efficacy across 4 days and over 140 minutes (Meluso, Zheng,
Spires, & Lester, 2012) and over 10 days with at least 15 minutes per day (Ketelhut,
2007). Similarly, the gaming cycle created by online games can lead to changes in selfefficacy (Garris et al., 2002). The lack of change in self-efficacy over time observed in
the current study extends this previous line of research by suggesting that self-efficacy
may be domain specific and therefore subject to a greater threshold of time.
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It must be noted that these studies were conducted in a highly controlled
environment during the school day with researchers facilitating the gaming. This is in
contrast to the nature of the present study that required gaming to occur outside of
classroom time. Although there was no direct connection between time spent in iCivics
and preservice teacher changes in self-efficacy, there was some indication of teacher
change in self-efficacy from pretest to posttest.
Overall trends in participants‘ self-efficacy were positive. That is, both gaming
groups demonstrated increases on both self-efficacy measures in mean scores from pre to
post assessment. However, only the mean scores for the PSSTE were statistically
significant from pre to post. There was no statistically significant mean score change on
the TSES by occasion, nor were there statistically significant differences between groups
on either assessment. Interestingly though, on both measures of self-efficacy, the group
spending less than 2 hours gaming had slightly greater mean score gains from pre to post
administration.
One possible explanation for this may lie in the vicarious experiences of the less
than 2 hours gaming group. Zeldin et al. (2008) found vicarious experiences in women to
be a stronger source of self-efficacy beliefs than mastery experiences. There is some
evidence in the interviews and artifacts that were collected supporting this hypothesis.
For instance, the less than 2 hours gaming group made twice as many references to
vicarious experiences of positive modeling instances by parent and teachers/professors
than did the group spending 2 hours or more gaming. Specifically, the less than 2 hour
gaming group cited more instances of positive vicarious experiences in their field
experience during the methods course. One possible explanation for this prevalence of
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vicarious experience is that those participants in the less than 2 hours gaming group spent
less overall time gaming, thereby having less mastery experiences in the online gaming
platform. This may have forced them to rely more heavily on vicarious experience as a
source of their self-efficacy. The assertion that vicarious experiences (more than mastery
experience) could be a greater influence on self-efficacy development is a new one and
has potential for further exploration in the context of preservice teacher self-efficacy
belief development with regards to gaming.
This possible explanation as to why the group spending less than 2 hours gaming
experienced greater changes in their self-efficacy beliefs is supported by previous
research in modeling (Ertmer, 2003; Phillips & Hatch, 2000; Rodriguez & Sjostrom,
1995; Sparks, 1986). For instance, Bautista (2011) revealed that field experiences in
science focusing on vicarious experiences of early childhood education majors in a
science had a greater impact on the preservice teachers‘ self-efficacy as measured by the
STEBI than did focusing on science content or pedagogy. Recommendations for further
research along these same lines are discussed later in this chapter.

Conclusions
Undergraduate teacher education programs are purposefully designed to provide
preservice teachers with a strong foundation of effective practices that are grounded in
theoretical approaches to teaching (Hatcher, 2008). The overall quality of such programs
has been shown to be a crucial factor in teachers‘ self-efficacy beliefs about their overall
success as educators (Ingersoll & Smith, 2003; Wise et al., 1997). Furthermore,
preservice professional development plays an influential role in teacher content
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knowledge (Taylor-Thoma, 2009). As such, the impact of the preservice social studies
methods course on preservice teachers‘ content knowledge and self-efficacy should not
be understated. Cultivating preservice teachers‘ knowledge of civics and self-efficacy to
teach is therefore crucial to creating students who can actively participate in society,
fulfilling the overall purpose of educating students in a democracy. Results from this
research study further support these assertions, indicating that preservice content
knowledge can be enhanced by the addition of DGBL to the social studies methods
course. What is not clear from this research are the effects of gaming on preservice
teachers‘ general self-efficacy. There is potential, but further research should focus on
duration and time spent gaming to further understand the effects on general self-efficacy
and self-efficacy for teaching social studies.
Furthermore, this study extends previous research into the use of games to
enhance educational experiences in two important ways. First, and possibly most
importantly for gaming research, it is clear that the amount of time spent gaming has an
effect on participants‘ content knowledge of civics. Conceivably, as similar research has
intimated (Barlett et al., 2009; Valadez & Ferguson, 2012), there may be an optimal or
threshold amount of time spent gaming that results in positive (or negative) learning
outcomes. For this study, the optimal time was identified as more than 2 hours in order to
affect change in civic content knowledge. It is hypothesized that spending 2 hours or
more gaming allowed the participants more time to become familiar and comfortable
with the game thereby giving them more mastery of the controls, navigational ability in
the game and understanding civic content knowledge. This extra time allowed them to
develop better governance of the iCivics gaming portal and the games themselves,
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rendering greater outcomes (Gwee et al., 2010) with regards to their content knowledge
of civics.
Second, DGBL may not be the only or even the best way to teach content
knowledge, but it is an effective teaching aid of educational content in several content
areas (Abrams, 1986; Gentile & Gentile, 2008; Kahn, 1999; Murphy, Penuel, Means,
Korbak, & Whatley, 2001) and in the preservice elementary education classroom
(Anderson & Barnett, 2011). Schrader, Archambault, and Oh-Young (2011) found that
gaming was an effective way to teach preservice education majors about the content of
the game. This study built on previous research but took it a step further and uncovered
that DGBL is also an effective teaching aid for content knowledge in civics, specifically
for preservice professional development of civics. Therefore, preservice teacher
educators can use DGBL to impact and even teach content knowledge in the social
studies methods course. It is a viable supplement and efficient way to incorporate active
learning strategies in the classroom in an effort to increase preservice teacher content
knowledge. The qualitative data also alludes to the potential impact of gaming on
preservice teachers.

Limitations
Even though the findings of this study are interesting, they are also limited in at
least three ways. Given that the overall scope of this study focuses on the perspectives of
a small number of homogeneous female preservice teachers at one rural southeastern
university, the results are only suggestive, not conclusive, there by only generalizable to a
population with similar characteristics to those participants in the study.
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Second, the self-report method does not always provide an accurate picture, as
this method of data collection could be vulnerable to bias. The participants gave no
indication and the researcher has no reason to believe that this was the case and collection
of both qualitative and quantitative data helped to squelch this potential bias.
A third identified limitation is that of testing effect, or the possibility that
participants learned from the pretest and the knowledge change demonstrated in the
posttest were a result of this learning and not of the gaming. However, no match forms of
the assessments were available to address this threat.

Implications for Practice
Given that the purpose of schooling in a democracy is to create productive
citizens, it is essential to the health of that democracy that teacher preparation programs
examine the practices with which they use to promote this purpose. Preservice
professional development programs, such as teacher education methods courses, are in a
particularly powerful position to impact content knowledge and self-efficacy of future
classroom teachers.
The results of this study provide unique insight into strategies for implementing
theory into practice in the preservice methods course. In particular, the use of online
simulations and games through DGBL were shown to produce changes to teacher content
knowledge of civics. This is in line with previous research outcomes that indicated that
simulations and games were effective pedagogical strategies for teaching content when
compared to more traditional ones (Lee & Peng, 2006).
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Based on qualitative data collected from this study and previous research, there is
a need to improve upon the overall design and requirements of the elementary education
program. Teacher educators know from previous research, that in order to be effective,
the preservice teacher education program must include the three essential elements of
coherence (connect theory and practice), focus on content knowledge, and active learning
opportunities (Garet et al., 2001).
Many interview participants recounted having field experiences that were
unproductive, inconsistent and where they often felt as if they were there to act only as a
substitute or a non-participant. An example of this was when Bea remarked, ―
Like in the
field experience, I saw that my teacher would just give my students work sheets, when
we were thinking about lessons, I was like, ‗I want to make something that‘s really
creative‘ and I think we did‖ This is in stark contrast to the types of field experiences that
could be enriching for preservice teachers such as ones that were more carefully
supervised and that helped match them with what they would actually teach later on or
that gives them specific practices and tools that they could link to their coursework
(Boyd, Grossman, Lankford, Loeb, & Wyckoff, 2009). Experiences such as these that
have no coherence or that are focused solely on classroom management should be a thing
of the past. In their place, teacher educators should be creating practical experiences that
focus on whole child development, learning influences, language development, classroom
environment, curriculum design, content knowledge and diversity, just to name a few
(Hammerness, Darling-Hammond, & Bransford, 2005). As this research has pointed out,
using online gaming in the methods course may help to facilitate connections between
theory and practice by simulating experiences in an online environment. The more time
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teachers spend gaming in iCivics may provide them with more mastery experiences,
increased content knowledge of civics, and greater feelings of self-efficacy with which to
teach social studies.
It is essential to the future of our K-12 students that we produce effective
elementary teachers who have a strong grasp of the content knowledge and who
understand the importance of civics in the classroom. Important to improving civic
learning opportunities, the social studies methods course should be designed in such a
way to include teacher beliefs, content knowledge, and pedagogical content knowledge
(Torney-Purta, Barber, & Richardson, 2005). Such content-specific methods courses have
been found to especially impact teacher effectiveness (Cohen & Ball, 2000).
Vogel et al. (2006) found significantly higher cognitive gains in students taught
using interactive simulations such as the online iCivics games used in this study.
Preservice professional development needs to focus on better technology integration
within the methods course and embedded field experiences (Archambault, 2011).The
integration of content knowledge and pedagogy have been shown to significantly
influence preservice teachers self-efficacy (Knoblauch & Woolfolk Hoy, 2008; Palmer,
2006; Phelps, 2009) which in turn has shown that teachers with higher self-efficacy are
more likely to maintain motivation and engage in self-regulation, which results in more
effective preparation (Bembenutty, 2009).
Although this was not the case in this particular study, the implications for future
integration of self-efficacy research into the methods course must be recognized.
Therefore, the social studies methods course could benefit from a shift in emphasis on
pedagogical strategies to a focus on mastery and vicarious experiences. During preservice
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teachers field experience this emphasis on sources of self-efficacy may result in higher
levels of preservice teacher‘s self-efficacy (Bautista, 2011).

Suggestions for Future Research
In this study, gaming was identified as an alternative professional development
strategy with which to strengthen content knowledge of civics in preservice elementary
education major. However, gaming was not identified as an effective strategy with which
to strengthen preservice elementary education majors‘ self-efficacy to teach social
studies. It may be that there are some aspects of self-efficacy, such as motivation, that
need to be explored further.
Future research could examine the connection between gaming, self-efficacy,
motivation and creativity. This is because motivation plays a significant role in creativity
(Cropley, 2011) and is indicative of creative production (Nelson, 2011). With regards to
gaming, the components of interactive games that compel people to play them are the
same components that motivate engagement with the games (Lieberman, 2006). Online
games and simulations challenge users to achieve a specific goal and have been found to
be motivating factors (Krendl & Lieberman, 1988). Indeed, current research into online
simulation such as Second Life (SL) indicate the positive effect that simulation
technology may have on creativity. Theresa alluded to this in her final reflection paper
when she said that iCivics ―
could easily become a Computer Lab favorite- particularly
because it has role-playing game characteristics where the students can work together and
create their own avatars.‖ Here she is referring to the collaborative nature of iCivics, an
increasingly important topic in creativity research and gaming research. Indeed, extensive
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literature in creativity suggests that as a collaborative process, teamwork enhances overall
performance of creativity tasks (Paulus, Kohn, & Dzindolet, 2011). ICivics, like that of
other virtual worlds, offers learners the wherewithal and timescale to work together in
order to foster creativity (Ferguson, 2011). However, the effect of simulations on
creativity is still yet unknown because of a lack of research in this area (Sarsani, 2011).
Finally, the future implication of gaming for use in the educational arena are
endless. However, more research needs to be undertaken in order to determine the most
effective use of gaming for education. Longitudinal studies of the lasting effects of games
has yet to be taken on. More targeted and empirical research studies in educational
settings would be beneficial to both practitioners and researchers in the areas of education
and gaming research. Specifically, further research into the optimal time spent playing
games and the educational benefit of longer game time is recommended.
Spending 2 hours or more gaming allowed the participants more time to become
familiar and comfortable with the game thereby giving them more mastery of the controls
and navigational ability in the game. This extra time may have allowed them to develop
better governance of the iCivics gaming portal and the games themselves, rendering
greater outcomes (Gwee et al., 2010). This could have resulted in lower levels of
frustration and a more positive experience (Przybylski et al., 2010) making them more
likely to continue on in the face of adversity possibly because of sounder self-efficacy
beliefs (Zeldin & Pajares, 2000) or greater intrinsic motivation (Tüzün et al., 2009).
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